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- - INTRODUCTION

’

In 1976, the Chief State School Officers’ Institute focused on the topic
Learnlng with particular concern for thé school environment |tself as’
the primary educative force.
For the 1977 Institute, th¢ Chiefs_decided to prohe a closely related (
topic — the learning that take"s place in the broader societal environment.
-“Beyond the School. What E}%e Educates” became, thus, the theme for this *
year's training session. ‘,’

Once again, as in the previous seven annual institutes, the Chiefs
sought and secured the services of an outstanding group of experts who

_could illuminate thé many different facets of the topic, detailing not only
the educative effects of social forces and agencies outdide of the formal
school, bt suggestmg how these could be used to enhance the work of the
American school system. -

This report éproduces the sugmance of thé ‘major preséntatlpns, and
stands by ltself;s a significant doc®ment. But it is not a complete “institute
report,” for many of the most important outéomes for the Chiefs in atten- .
dance r.esvulted from the insightful questioning, of speakers by panel‘
*members, Ahd from the give-and-take of discussion which enlnened each

-

day’s sessions. ' -
. Although prepared primarfly for the Institute participants, this report
 will be widely distributed — and, we hope — profitably read by gthers in-
" terested in our schools and qur-society. :

*

‘6 Kenipeth H."Hansen
Institute Director
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- " CHAPTER I oo

" THE AMERICAN CULTURE AS EDUCATOR ..

N

Fred M.'Hc':chinger
President, The New York Times Company Foundation .

3
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) It seems to me an aégﬁ"df great daring o 'your part, as leaders of ;
» ° American public education #0.assign to.me the topic of “The American « .
" Culture a¥ Educator.” An §@hocent observer might suspect-that you — the .
guardians of the public schools — have become infected with the virus of . R
de-schoeling. It is, after all, Ivan ‘Illich’s é;and design that the revolu- .
! tionary society and its total cultural impact would some day take over all % |
educationa) functions and responsibilities and thus bring about the wither-
ing dway of the school .or the de-schapling of society. T
You may rest easy. I do not intend to report to some alarmed Congres-» _
sional committee that the nation’s Chief School Officers ‘are conspiring to
bring about the de-schooling of America. On the contrary, I find it a mattér
for great rejoicing that you reject the narrow view of the schools operating
+ in splendid isolation from the American culture that has so often deceived
the nation’s school leaders and ultimately underrhined their effectiveness.
As we documented in our book “Growing Up in America,” the American
school never could set its agenda in disregard of the society jt was estab-
lished to serve. Amerjcan educators have always courted danger and defeat
: when they ignored the impact of major cultural and social currents. The
role of the American culture as educator is real and strong, for better and
for worse. It is for us, not to deny that role, but to learn how to extract from
it the best and shun the worst effects on education. ‘.
» THistory offers ample proof that there is nothing new in the concept of -
the dominant culture as educator. Children in the Puritan era got their start
studying their ABC’s by way of the illustrated verse on the opening page of .
their primer that warned them: “In Adam’s Fall/We Sinned All.”
+  Later, in the garly years after the founding of the Republic, learning
“derived the benefit of that era’s political and philosophical giants. The
founding fathers gave their contemporaries mogg than the Declaration of
Independence and the Constitution; they provide?a new mission for educa-
tion. It was Thomas Jefferson who warnedthat “if .a nation‘wishes to be
both-ignorant and free, it wants what never Wwas and never will be in a state.
of civilization.” But Jefferson did more than exhort; he sketched out the in-
timate connéction’ between education and a free society; he provided the
first blueprint for, the creation of independent school districts; he set forth in
great detail the way in which an aristocracy of talent would replace the
established aristocracy of inherited, unearned privilege. .
v [
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A the early spokesmen for the new nation — Jefferson, Franklin,
Madison. Webster — understood the absolute necessity fo create a cohesive
nation. with common sy mbols and traditwus, with shared goals and with a
single language  And the schools were to be the instrument to create that
cohesjon Amertcanization was the unquestioned mission of the school
because it was the unquestioned prionity of the country -

Then as now — 1t 1s well to recall at this point — the culture was also
capable of sotie fatal errors. and uipubl('. too. of inflicting those errors on
the schosls  Just as the antisslavers faction of the Continental Chngress
taded mnats efforts to indude black Americans in the benefits of the newly
established free society . so the schools failed to make equal educational op-
portunities availlable te black children In 1749, Franklin, who was presi-
dent of the Abolition Soaets . warned Congressduring one of his last public

dppmmn'us that, the 1ssue must be faced. He implored the members to

“devise means fof removing that’ mconsistency from the character of the
American people " How much persondal misers and natiofial tragedy nught
hate been avorted had the American culture at that time not been so stub-
bodls commutted to an inmordl, irrational and indefensible course' Can
we afford ever to forget this tmgl( esample of the American culture as
musedueator? ¢

Let me ate, however. a few more outstanding examples of the positive
impact of the American culture on education. Today, we blithelv accept the

Land-grant \ct as a historic miestone The measure. approved by Congress
in the midst of the Cival War, not only transformed the university tih the
United States but has since become the model of higher education 1 vir-
tually "every country that hopes to develop from pImltl\(' to advanced
soctal and mdustriat patterns What could have been mose revolutionary
than to take the university. with its classical remoteness from daily life. and
mahe it the agent for the upgrading of farming. anigual husbandry and the
mechamaal revolution® Yet. it was not education and its leadership that
shaped and passed the historic legislation. it was the politics of the day —
the American cultuee at large — that understood the aew needs of a (hdng
ing country and gave educators their new mission (All this did not happen
withput stubborn rcslsmnw from some of the Yraditionalists wheo saw in the
new “aggies” or “cow colleges™ nothing but the destruction of old stand-
ards., just as traditiona) educdtors today see insthe open access to higher
education nothing bt the destruction of old stdndarAL’\

. Inthe schools of that era. too. the American culture changed educa-
tiongl goals with a vengeance The donunariit calture then was the railroads
and the émerging factories Stapdardization and centrahization were the
order of the dav And voug predecessors — the newls created and powerful
professiong of educational superintendents (even the term-whs borrowed
from industry ) were frantically searching for what the Amgrican culfure
demanded. the one best was. (Philbrick. “the one best desk.”) Punctuality
and steady habits were the watchwords. (Toe the line.)

- Mong wath it all. the culture once again demanded the rapid anedeffecs
tive assimlation of mlllhms of children who accompamed the stream of 1im-
migrants to'the promised land. THe Atnerican culture called for a melting

pot. and the schools tried their best to proside it. (Mary Antin, Leonardo
- - 3
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Coviellb: Esther Oberhein - E. O'Brien: Giuseppe Vagnotti - Mike Jones) -
" So much for history. Today, the American culture changes more rapid- .
Iv than ever beforé. The result is uncertainty, rootlessness and confusion.
Within less than two decades, the Youth Culture, with its all-perv asive im-.
pact on eversthing from music and litgratute to fashions and the sty ling of
automobiles, has come and gone. Soclologlsts tell us that we are on the -
threshiolgl of the Old-Age Culture. We are told that pulm(nans who only so Py
recently were deadly,afraid of the Black Panthers are standing in similar
fear of the prospect of the Grev Panthers. ' . )
Whatever the reasons. the Afnerican culture is no longer as cohesive as.
it once appeared The melting pot 1s no longer viewed as the standard
Amencansolution to all problems. indeed. the melting pot has falen inte )
* disrepute as an un-American device charged with a‘coercive goal — a far .
«ry from the gnece universally admired goal of “*E Pluribus Unum.” Ethnic-
ity and the search for one’s roots have become prionity concerns. It seems to
me 1ronic that this should have been the response to-the expressions of black
nationalism which was ‘born largely of the white denial to allow placks to
share the melting pot’s benefits. Perhaps the present ethmic fragmentahon
(which to me has strong elements of a new racism) is a necessary prepara-
; tion for a stronger, more petfect union which ultimately will not exclude
anyone for ethnic or racial reasons. Let us hope {hat his is so. But for the
moment. American education must operdte in a cultu éhat places at least .
as much stress on ethnic fragfentation — pluralism ¥ay be a hopf;ful 4
eupheniism — as on the binding cement of Americanization.

While much hp service 1s still being given to the importance of*a libe rdl )
education. thereis hittle agreement congerning the content of sucha cur-
riculum. The general complaint is that young people read httle. and the lit- -
tle they do read is largels contemporary and frequently of rather ephemeral
. value. The dassics are generally "neglected. When I recently sampled a’

representative group of college freshmen, their composite view of their -
. high-school mstruction’in Ametican history w4s that they knew little about
anything other than the events of 1776, the Civil War, Reconstruction
{their knowledge of the Jatter was confined to the code word *“carpetbag-
gers,’) and World War Al Althqugh most students okthat vintage had some.
vague ‘knowle(lge ant formed some political judgments about -Vietnam,

. they had Jittle historical equipment to put that episode in any kind of .
perspedn( Even that fact did not seem to bother themesince the passage of :
five vears already separated thé activist anti-Vietnam student generation
and last vear’s freshmen by a wide political and intellectual gap. (As an o
aside. the current ld(k of interest in the classics may not be a new

 phenomenon. In 1814 hff?gon had wn&en to John Adams that he had

been reading Plato’s Repubtic and that, “while wading throvgh the whim- -

', sies..the puerihties. and the unlntelhglble jargon of this work,” he asked

himself how theys orld ¢ould %o long hate “Tonsented to giv e reputation to
. such nonsense, as this.” We might add, however, that however critical Jel- .

ferson mlght%ave been of the classics, he-at leas read them.)

What is the American culture? It is Eugene O'Neill ghd musical com-

edy. It is Hemingway and Steinbeck but it is also soap opera and blpody

o he cops-and-robber serials. It i..starf( Twain and Wood) Allen, bug it is also

-
)
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. ‘the flood of porno sideshows. It *is the National Geographic but also
Playboy. 1t is what critics of the American culture used to call Coca-
Colonization — but anyone who has traveled abtoad knoWws that the con- .

. demnation of the American mass-culture as a degrading form of capitalist
imperialism is a{gross distortion of the facts. The American mass-culture,
with its.supellgﬁgrkets and fast-food djspensers, its mass-produced fashions
and bouks and magazines, struck a responsive cord across the world, not
onlybecause it was often vulgar (which it was) but also because it helped to -
liberate-the masses from restrictions that had limited their lives; because it
helped thé ceimon people everywhere to share for.the first time in the con-
venienges and 'the luxuries that had in the past been reserved for only the

privilezed few. . . . ,

- American culture is all tha’%; it'is Pleasy v. Ferguson. but it is also Earl

' Warren: it is the Klan but it is also Martin Luther King. American culture is

. the petty fearsithat make vigilante groups raid school libraries in the name

of protecting the purity of children’s minds, but it is also the living heritage

of the Bill-of Rights. American culture still is often plagued by obsessive

- fear of everything*foreign and differént, but the American conscience con-
tinues nes ertheless to'keep the gates open to th’ousands\who seek refuge and
asylum The American culture includes its share of provincial chayyinigm,
but it has 4Jso given birth to the Marshall Plan, the most impginative and

) .altriistic policy of international responsibility’ever put forth by any world

‘ power. + . : )
: All of these fragments are part of the American culture as educator.
Each of these segments, characteristics, virtues and flaws teaches. Inside
. and outside the school.)tbhe_\ have their impact on what young people learn,

R what they cherish, what they loathe. When the nation withdraws into its

) shell of isolationism, as it does periodically, foreign languages go into

decline When Americans become obsessed with only the relevancy of the

=+ present, history is.ignored or recast by opportunistic revisionists.
A nation teaches thrqugh its psyche. For-most of America’s first 200
years, the inner drive was‘expansion, growth, nmare of everything for every

generation and forever. When Jefferson bought Louisiana, he thought that _ .+ _

. Americans, would thus enjoy a surplus of land for over a thousand years.
But niuch sooner than the optimistic spirit of a young nation had dreamed,
limits-were reached. The frontier closed. The search for new frontiers and:
for the great society was'made increasingly difficult as America drifted —
‘rushed, in the past decade — from its dream of unending expansion into a |
period of neogrowth and, at least in terins of population statiskics, even of
dacline. . i wooN .

Progvess and planning are far more difficult in such a period, when less

-must be made to be, not worse, but better. The realization that, even in'
America, resources are limited is hard on people’s tempers. Conservation.-
means sagifices. But there is little consensus about what to give up and
what to préserve..just as there is less gohesion in a society that'sees all its in-

. stitutions — the church, the government, the family, the school — if not ina
state of crisis, then at least in flux. Therg was Iittlxﬁ;.'mstion about what the
American culture was teaching, and expected its schools to teach, when it
was assumed that Father Knows Best and when it was believed thet *‘the

Q T J v ., \ -
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famiby that prays together stay s together” or, indeed, that most families dos
stay together, o : y . o

It was easy fo the school to teach the culture’s lesson when Ameriea’s

y

role in the world was widely believed to sbe readily deseribed by such .
. slogans as “'Speak Softly and Carry a Big Stick” or by the simple faith that
+  we could.make the world safe for democracy.” L.

[ neéd not tell you that'the culture today has no such.simple or univer-
sally believed lessons to teach. And yet, the culture, is, for better or for
worse, a mote insistent and’ inescapable educatog today than ever before.
The culture dn(! its current 'predomindnt views are transmitted constantly
through mass-communications that never rest, never slow down. Speed in
transmisston has dramaticalls shortened the cultural, political and
“deological ¢y cles The pendulum swings wath infinitely greater speec®from

conservatism to liberalism The result is less stability, lessfaith in past solu- E
tions, less patience to wait for gradual answers to pressing problems. *
The news media are the transmitters of the culture but they are also the .

forum from which the culture teaches — long before children enter the
*classroom. The media-culture combination is powerful. It has.made con-
. tributions that few cfassrooms could’ever match. Without it, the civil rights
trivmphs would not have been possible, century-old injustices could not
have been corrected. Without that. combination, cancerous corruption in
our governinent could not have been brought to light, nor a iysterious, dis- | -
“tant war Brought to an end. ! .
But the media-culture combination also carries within its power an ~*
. enormous potential for the wrong kind of popular instruction — the debase-,
ment of tastes, the trivialization of, politics, the rapid and isresistible diffu-
sion of foolish and debilitating fads. (What a contrast to the constant preoc-
cupation in the Fouhding’ Fathers” writidgs with the “diffusion of
knowledge!™) . | t,
Moreover, much of the new culture — certainly its most compelling
aspect — is visual and aural. In this respect, the culture is a'one-sided
teacher. It blatantly neglects the written word Children learn at an early <
age to pick up the phone to thank Aunt Nelly for that latest Country-
estern record. The paucity, in both volume and style, of contemporary
» letler-writing invites a dev astating comparison with the letters of an earlier
" ag® Modern political oratory consists of speechés group-produced by .
media\s\d(lmage experts rather than by the politicians themselves. Their
quahity tewches young people at gn‘earl) age that the way to.gain a repufa- .
tion for eloquence is to be able to afford a stable of speech-writers. *
And yet, the.opportunifv to enlist all of society in education is enor-
mous, if only we learn to be discerning and selective in enlisting the best
elements of our culture.in the omujipresent education process. Television is
the prime example. Rather than reject it as nothing but a vulgar and distort-
ing intrusion on the business of the school, we ought ta enlist its vast power
as an ally. Television, properly ustd, cah become an incentive for reading
and personal- exploration rather than a nere pacifier. Butthis requires of
us, as parc%s antt educators, an early participation in our children’s view
ing. If we of the older generation/ merely. scorn the new medium, then we
! build an impenetrable wall between the generations, far more destructive
* R . f‘ El .
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w of mutual unders_tgnaing and even of communication than the tempgrary
“ generation gap of the confused Sixties. \
N ~ One last worﬁl of warning. The newly popular view among educitors
v that the whole soclety téachés (which is entirely ltru%) could readily lead to a
situation where nobody truly teaches, where nobody takes responsibility for
) \ the values and priorities. The culture as educator is persuasive and per- -
) "\ vasive; but’it is"also amorphous. confusing, aimless. At the mpinent, for ex-
ample, it says to the young that abortion s all right provided one can afford
\\it, but jt is all wrong if public funds, rather than private wealth pay for it.
t the mémenit, the most audible political voices seem to-be saying that the .
ath penalty is the best and ‘cheapest way to control crime, drowning out
thyse who suggest that the 'oyerwhelming number of crimes wl’*h plague .
s ourcities and ourcitizens would never be affected by the death'¥enalty:
% and also drowning out those who warn that .it,is the breakdown of the -
crimipal justice system, and not the absence df capital puhishment, that .

s undermines the power of law-enforcement as a deterrent to crime. )
: . What the school can do — what the school must do — more than ever
before is to focus on the priorities, to teach the yquhg how to make in-
‘ f(lrm‘ed choices in selecting from the v ast supermarket of views and options
N presented by~the culture as educator. The schools cannot do this by stand-

ing aside, sulking and contemptuous of the mags-culture. Thie school must
learn to understand that culture, to understand TV and.thie media of news
and entertainment. But the school must also help to establish criteria‘of
quality — quality in matters of taste, quality in the asssessment of law and
justice, quality in each pérson’s reaction to each printed or televised
message. The people’s right to know must be matched by the’ people’s
capacity to understand, to analyze, fo sift the genuine core from-the tvast
surrounding body of sham and triviality. PO .
- . The admirable concept of life-long learning must be turngd into .more
% than aslogan, more than an emergency ploy to filf vacant college places. ft
must be a continuing process of selecting out the best the culture can teach,
nsidé and outswde educational institutions. Butgit must be accompanied by
« _ aclear undejstanding that every learning experience does npt ejaal every
other leagning experience in value and desirability. ~ "
We could do worse at this point in our history’ than to recall John
Dewey. He was among the first ¢f the educational pioneers to grasp the con-
cept of the cultuye as educator, but he also knéw that the schqol could never .
afford to abdicate to the culture. When sogiety no longer taught the young
v how the tools of life were shaped gnd created, he demanded that children be
given an undergtanding of tHe process by letting them make by hand the ob-
jects that the modern culturé manufactured by remote machipery. When he
felt that-the society at large might present to the young a corrupt or
distorted picture of American institutions, he urged the schools to be — em-
bryonic societies, yes; but embryos of a just society. The present tulture,
aided and abetted by the Supreme Court; may teach that it is constitutfonal
. to beat pupils; but the school(as e(*ucator surply is-not copelled to accept
that cultural lesson ass right\and |proper, on the Q;):t ry, the,school as

-

. educator has a uniqu¢ oppoftunity, through its ac on, to Te-edlcate the |
culture. ‘
. . .
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THis may scem like an overly simple example. There is virtue inw
.7 simplicity whtn it comes to the assignment of impertant new roles.— to
school and to society — as edacators, sonietimes_as allies, at other times as
2 . aivals If the school ignores society’s.new educational impact and potential,
then the sthool will We bypassed and will stagnate in self-imposed isolation;
but if it abdicates to the culture-at-large on the theory that everybody may °
teach anyNung, then the school will be guilty of the slow but inexorable de- ¢
schooling. ¢ . R
. Above all. the school must view itself; in Dewey’s terms, as the special
agent of Anfierica as’a “deliberately progressive society.” That is no state-
. ment S political ideology : it is a reaffirmation of the American prospectus
writtenVin this nation’s finest era just over 200 vears ago. Even at a time of \
no-growth, when powerful elements in the society express petty reservations
-about open access to edu'caﬂ())r‘], professional educators must stand in the
vanguard of the battle to remove the barriers to educational opportunity. I
\ recentlyaattended the commencerent of the City College'of New York. One . :
of the gradyates, a black youth from the ghetto, recalled that when he left »”
. high school with a shaky academit¢ record, he saw little hope or opportumi-
ty .1h(-ak{ Something happened to that young man after he was admitted to
college In the four years that followed, an unsuspected spark somehow
- turned ity a bright flame: He compiled a perfect grade score and left col- *
lege as a biylleant scholar. - ’
_/.,_l. " - This examiple embodies the best achievement of the cultyre as teacher.
In an extension of the, American blueprint, the larger societ)%as, in recent *
vears, taught &‘ur professional educational establishment that nothing is
* quite as important as keeping the doors toschool and college open, for all, :
without discriminationy, and throughout life. There are danger signs that
g *the society” is having second thoughts about such la gesse. A less'optimistic,
less generous gonse‘i ative spirit has once again rm.sn ready to restrict and * :
, to limit. anxious to \a;pply simplistic cost-accounting” to the amount of
* educatjon to he made ‘available. Now, thereforefit becdmes vour task, agid-‘ )
ed by anv of us who are reads to be your allies, to convince the society-that .- .
."&mw bottom line is not the sum of the cost but the sum of the oppor-
ities’ offered apd accTt(’d. minds opened, youths ‘made productive
- eitizens Thete will be no second Louisiana Purchase to keep thg Americaty
frontier open and the Amer\(\'an dream alive. It is for those who know and
love education to persuade t at larger aducator of the American ecultur
that education alone remains Ameérica’s invisible ﬁeqt\ier. A} B
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~ AMERICAN FAMILIES AS EDUCATORS i
W.ilbur']. Cohen®, A. Sidney JohnsonlII*, Theodora Ooms* .

Qur approach to the topic of this paper — the Family as Educator — is
an immediate outgrowth of the focus and work of the Family Impact
Seminar in Washington, D.C.; in which we all participate. Thus we will

+ spend a few moments first outlining the goals of. the Seminar, which will
serve as an introductory background to the discussion to follow.

The’Family Impact Seminar is an independently-financed, three-year-
project based at the Institute for Educational Leadership at George --
“Washingfon University. The,Seminar represents the first susta ined attefpt

. o look systematically at Government's gelationship to families by dévelop-
ing and testing a “tobl”” — the family impact statement.— for encouraging
government to be more aware of and sensitive to what it does to'and for © »
* families. . " ° 4 .
The idea of developing what might be galled family impact statements
was first proposed in the Hearings held by the, Senate Subcommittee on
“  Children and Youth in 1973 eutitled ““American Families: Trends and
+  Pressures.” Vice President Mondale, then a Senator and Chairman of the
Subcommittee, stated that the hearings were “predicated upon the simple”.
belief that nothing is more important to a child than a healthy family . . . ...
¥We must start,” he said, “‘by asking to what exfent government policies
are helping or hurting families . . . these hearings are, designed to encourige
exactly that kind of reexamination . . . Our goals will be to idéntify and seek

-~

o changes in arbitrary policies that place hardships on families with children:
to develop polities that provide alternative ways of strengthetiing families; .
( -and to determine how.we can provide the options and choices that familigs> *
néed to do their best job.” J

Many witnesses, clearly influenced’by the example of the environmen-

tal movement and the new legislation requiring envirofimental impact

3 statements, suggested that a comparable tool might be used to anticipate .

and assess the ways public poligies affect families. However it was abun- ¢

“dantly clear that there were so many important differences between en- v

»vironmental jmpact and famil)) impact — differences of difficulty. of

measurement, complexity of dimensions, sensitivity of ethical*and political

| questions involved — that the idea would need to be carefully.researched . *

and cautiously tested before amy recommendations for actfon were made. .
We have spent our first year in an exploratory stage with Seminar
members (who meet 5-6 times a year) and a sniall staff learnipg from each
“other, and others we have talked with about the compléxity a importance
of the task ahead of us. We have discussed.a,broad set of programs‘and
issues which convince us both of the breadth and depth of governirrent in-

volvement in familigs and of the need to be flexible in the'analytic approach

*The authors e all related to and nxolved in the work of the Familv Impact Seminarin =~ %
the Institute of Educational Leadership at George Washington University in' Washington. D C.
Sidnev Johnson is the Sm‘ctor of the Seminar, Theodora Ooms 1 its Deputy Director. and
Wilbur ] Cohen, who jDeaniof the Schoal of Education qt the University of Wchig.m. s one
+of the seminar members. . :
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of {amilyﬁmpact. For example, we review from a family impact E)erspective -
programs targeted towards teenage pregfiancy.and foster care; aspects of
housifig, and welfare programs; Medicaid and Medicare policies which of- |
/.. ferincentives towards institutiona}i;ation of the aged; agricultgural exten-
sion programs and the treatment of one-earner families, vis-a-vis two-
earner fangilies, in,social security and income tax policies. By October we
will have chosen four programs or policies around which we will set Gp
~ task forces designed to research and write feasibility family impact
\ statements. These preliminary statements will be circulated widely for reac-
tion and comments. Our finalsreport and re¢dommendations will be com- .
] pleted by early 1979. . . .
; Our work thus far suggests that the questions we are raising are a new
and helpful perspective on publi¢ policy which is not jyst limited to the
level of federal legislation and adminjstrative actions. In examinihg impact
we feel it is essential to try to trace any governiient activity through levels
of government down to where the families are. Hence the Seminar’s emerg:
ing conceptpal framework is a broad one. Individuals and especially
chifdren need to be understood in the confext of their families. Families are,
~most directly affected by .their relationships with the institutions with B
v ©  which they have daily contact: their place of employment, schools, social
setvice agencies and government offices, neighborhood church and media.
. Families can either feel’ supported by these local structures or alienated -
«  from them. They can be involved with them in a meaningful way or
“'isolatet_;i from them. A , .
e The Seminar will be looking directly at the world of work and how it
»  *impacts on family life as we have chosen Governmeijt as Employer as the
fogus of one of our four task forces. This paper is anopportunity fof usto  ~
 use the family impact frameyvork’ to raise q'uestions that we think are of - ¢
., great importance about the relationship of families to schools, and vice ¢
. versa. &" e v :

“A

P
. '[ Iy

Definition ) ] . .
‘What is meant by Families as Educators’? Broadly the term suggests
a growing recognition among educators and educational researchers that
family members have a crucial role to play in edugating and socializing”  «
children, especially in the early pre-school years, but also once the child is .
‘ in school. As you know’so well, we are now more Teady to assert that the
total responsibility for education does not fall upon the teacher in the
classroom environment within a school bujlding. We recognize the need to
. take into account the important role of the individual student’s parents and
family in providing the basic skills, motivation, support, and reinforcement
which are necessary to hjs’her learning both in school and out of school.
Schools cannot do it all. Research is underscoting this conclusion, and has
directly and indirectly influenced many new developments and shifts in
*  educatidnal policy. ~ .
Significant Themes T .
¢ This significant body of studies cilminating in,the Coleman Report, in
- the "60’s, and later in Jencks' study — in the '70s — in%earching for ex-
planations why the “disadvantaged” groups of children did not perform

El{llC"aA P 3 N S
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well in sc&)eol in spite of vaned school inputs and conpensatory programs,
", suggested that the conditiorls surrounding “families™ were the key explana-
tion..”More precisely , they suggested that families’ low sociceconomic status
. accounted for the education handicaps which wereé so difficult to overcome.
N The niajor solutions suggested by these findings were racial and economic
integration in schools dnd direct attacks on the root causes of poverty.
Further research suggested that the fact that lower class parents talked
less to their chridren led to stunted cognitive skills. The implication of these
findings was incre asuf emphasis on parent edumtlon programs and parent
involvement.
Yet a new focus of studies places less m}phasls on looking for causes of
faflure and deficits dndrmore pn understandmg the complex wayvs in which
“educational functions are divided ’lmong th( family and other *institu-
tions.” ' It foctises on the family as a “'system’ open to a rultitude of exter-
nal influences. Teachers Coltege. Columbia Unmversity. has fecerdtly
/ established a Center for the Study of Family as Educator, which is conduct-
ing somé interesting research drawmg on mterdnscnplmar\ knowledge.
Jensen-Leichter and her colleagues at this Center are interested in‘a *
definition of “family " that is hroader than “parent.and child.” She asks .
- about the influence ¢f parents on children and children on parents: and ,
about the effect of siblings on each other. Margare} Mead. in the same
votume, discusses the role of grdndpgrents as educatars. Their influence -
was originally associated with that of conservatism. Now she thinks that.is
no longer true (the grandparent generation has.seen and survived more
change than any other) but-that they have a vital function té ‘play- in
.. teaching about continuity and adaptdblllt) “The strength that comes from
“a sense of continuity for the past and hope for the tuture is sorely needed.”
Mead makes several very practical suggestions concermng how schools’ can
help to bridge this generatioh gap.
A furthet group of studie$ and concermfocus oh the discontinuities be- \
. tween the cultural v alues of family and home, and those of the school. "The
structure of the modern schopol . . . tends to drive students toward extreme
individualism, excessive and unstable peer-centeredness and hedonism .. .
Suchbehavior is obviously inconsistent with the values of most parents.’™
There have been various educational responses to this type of criticism of
» school structures, environment and ideology, avhich move in the direction
of humanizing the s¢hools and bringing in family . These include: multi-age
grouping. older children tutoring younger children. bringing parents into
the ctassroom to shate their skills and experiences, curricula emphasizing
o affective education and values clarification: curricula centered around
teaching about child development with practice units in pre-seliool centers;
and an” emphuasis on I)llmgual education. These and other methods are all
. attempts to “bring family " into the school,-or brldge the dlstanc(ﬁbetween
" the two environments:

Urie Btonfenbrenner, m a comprehensive review of early interventjon
programs.’ concludes that those programs that are most effective are those
that involve the parent directly in activities with_the child and that the
earlier such activities are begun and the longer they continue the better
There is, he says. no evidence that traditional forms of parent edu’cation in-*

-
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vqlving courses, dlssemmatlon of mformatnod\and counseling addressed
only to the parent are effective. One must wonder, however, w \ether the
employed single’ parent or the two-earner famlly are effectively excluded

from such’ beneflts by their mablhty (not wnllmgnqss) to participate in these ,

programs. .
- The curious fact s that in spite of all this new interest in the role of the
family as'educator and of the influence of family on outcomes in schooling,
“school and family eontifiue to be conceived of py scholars as two parallel
systems, that somehow are supposed to intersect and communicate only
through the child who'needs to ““mediate” between these two worlds,

Theé family impact perspective leads us to conclude that this thinking
reveals a serious omission. It is not sufficient to engage in close up detailed
portraits of processes within schools and within families. We need to adopt
the approach'of a camera with a zoom lens that focuses on the interactions
betweeen the family and school systems both from a distant general
perspective “and in concrete, specific detail. Regretably, few educa%onal
researchers ‘and child development spegialists have expressed any substan-

. tial sustained interest in studymg the dynamic interconnections between

families and schools.*
~  Weé want to underscore that our questions and suggestions that-follow
in the next'section of this paper.focus almost exclusively on the school’s role
< in what is in fact a two-way relationship. ' * .
GAPS. IN RESEARCH AND PRACTICE -

Yet if it is admitted that both family and school share in the educatlon
of the child, then jt becomes critical t& ask questions about the nature and
effectiveness of this partnership. As with any other parthership, we need to
ask, are the roles complementary or competitive? Do school and family sup-
port each other or undermine each other? Do they respect each other and
learn from each other? Do they have expectations about each other’s roles
and about the child which-are openly shared, and hopefully don’t conflict?

To shift for a‘moment from the world of research to that of practice:
how in fact do schools and families relate to each other? What are the
pathways of communication? What are the attitudes and expectations of
teacher to parent and parent to teacher or administrator? What priorities
are given within the school budget and schedule to parent-teacher relation-
ships? What do teachers kngw about the realities of families today? What
are the places in the teacher training or on the job supervision where they
are supposed to learn about how to communicate with parents, how to con-
duct and learn from conferences and what can-be achieved from such com-
munication? -

How in fact do school systems understand and relate to the current
realities of family life? In an age when the majority of school-age children’s
mothers are working, what rethinking have schools done about their daily

*Hope Jensen:| Lelchl('r in December issue of the Teacher's College Record. 1974,
Edward Wyhfie, “Schools that Serve Families.” from the National Elementary School
Principal, Augyst. 1978. '
Teachiers Thllege Record. December. 1974.
“It is of note that a,recent major study, und(-rt.nk(-n by the National Academy of Sciences
“Tbward a National Policy for Children and Families.”” puhlished. 1976, docsn't discuss the
importance of schools in families” lives,
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schedule their vacations, their sudden snow days or teacher inservice days?
We are not here suggesting that schools should necessarll\ adopt a primary
child¢are function, hut rather that further assessment should_be made of
what could be done tdxmeet the needs of the younger children of employed
parents, and that more teachers and parents alike realize that these schedul-
ing problems are experlenced by great numbers of parents and can no
longer: be safely ignored.

“Hdw often do teachers assume parents are unihterested in their
children when they fail to come to school conferences or meetings, or fail to
participate in sc hool projects and omit to inquire whether the parent can 1l}
afford 3 day off work or a baby sitter? How often do teachers reach out to
contact fathers or other significant family members" These are just a few of
the que*%tlons thqt need to be asked.

V\evmuld suggest that too frequently parent- -school encounters amount
to little more than "public relativns” efforts. Too often both parties dutiful-
Iy go through the motions, but are relieved when the meetlng is over. In-
deed, they .can be disastrous events where pdrent and school angrll\ blame
each othpr for a child's failure or problems, and the child suffers from being
in the scapegoat position. There are, on the other hand, some schools and
occasional teachers who are able to create a genuine partnership between
family and, school This partnershlp is based on mutual respect for each
other's eypert knowledge abput the child and a faith that a real sharing of
this knoyledge will result in enhanced growth and learping. Moreover if
this kind pf reldtlonshlp is established, the mihor learning or behavior prob-
lems —which the majority of children at gne time or another experience —
can be cgped with by parents and teachers jointly exploting the reasons for

the difficulty and de\eloplng strategies for dealing with the pToblems In

these and other wdys sensitive partnerships between teachers and pacents
can sometimes avoid the need for outside, pr<>qusmnal eonsultation, and
prevent aggravation of the problem. Al

ThlS kind of partiiership implies a commitment of time, energy. and
resources and a considerable flexibility on the part of already burdened and
isolated school teachers and administrators. (Flexibility to make phone
calls'in the evening, to-write notes home reporting on good achievements,
as well as problems, etc.. to be willing to meet with both parents early or
late”in the day, etc.) Teachers who perform in this way often find they are
rewdrded by improved results in the classrpom and a much greater sense of
support from the Rarents. However, for the exceptidn to become the 'rule
school boards and administrgtors would need to explicitly recognne th‘at
school-family relations are an-area of high prigrity.

Thus far our discussion of famll) -school relationships has focused on
“the problems and suggested some directions that apply primarily to the
elementary school level, where it seems improvement can most “easily be
made. The‘gdp in communicatjon and partnership is even more acute at the
junior and senior high schaol levels. Because of specialization there is rarely
any teacher or school personnel beyond the sixth grade wha. knows their

* child wéll enough to be able to communicate meaningfully with his/her
family. Faculty and counselors at this level are also often committed to
respecting the privacy of the adolescent so that they teénd to avoid contacts

o - . C o 16 %ﬁ& \ 13
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« powerless and give little effective ‘guidance.®* Who should step'iﬁ
- vacyum? . :

" impact questions stijulated by an"understanding of the family[s
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with parents. One censequence is that problems of school failure, drug and
alcohol abuse, nonattendance, etc., often come to the attentign of parents
far too late.” Lo ) : T

There are some family-relevant trends in high schools, which are tak-
ing the direction.of increased rights of child-and family to due’p{rocess hear-
ings (for suspegsion, special placement): rights to access of school records,
rights to appropriate education (for. handicapped, etc.). The challenge of
humanizing the junior high and high schools sufficiently that family and
school can work in partnership seems at timés insurmountable and is part]y
related to size. Some schools which have subdivided_into smaller ad-
ministrative units, and ‘have a -teacher/counselor being responsible for
following the child through histher four years, collecting reports from other
teathers, etc., are better able to communicate with parents.

Other new emphases ta deal wlth teenagers’ increasing alienation from
the world of adults in general, as well as from their parets, are increased
opportuities for on;the-job experiences, and apprenticeships, vocational
education, and learning “beyond the walls.” Some communities are involv-

. ing parents heavily in devising approaches for.dealing with problemns of )
‘alcohol and druig abuse, gnd. less often — but

_equally important — sex
education programs and cyrricula. e
Sex Education — in,its broadest sense — is a critical example of the
failure of family-school partnerships. Our increased awareness of the extent
of teenage pregnancies (approximately one half a million each year) and the
« grave health and social risi
' pregnancies among the youngest age group 12-15 years, and of the high
risks associate with teenage marriages make this a topic of widespread cony
cern. Eunice Shriver recently pointed out that our society is placing our
young persons into a €lassi¢ “‘double-bind” situation: media, adver‘ti{ing
and generally more permi;ﬁ{istandards of behavior urge teenagers im-
plicitly tolecome sexually aghive, yet the authorities from whom teenagers
generally derive their standards. — parents and'schools — seemr fo.be

. A ;
s .

S,

e Seminar s cqrj’r‘ently studying teenage pregnancy apd
propriate role oﬁ%vern‘meht towards prevention of pregnancy.,’

it fipst

tentative conclusions syggest that indeed much stronger governﬂfq' i oﬁ;r
s but

ese

support is needed botly for birthcontrol and sex-education progf
that the families, schools and communities need also to be involye
ams and not by-?assed. Programs must respect the divers
different families and{communities, to be more acceptable ‘and’
Teachers are right to-fssert\that sex education is not their jéb"a

We have intendeg in this papersto sketch what are some of}1

educatqr. Having hiéhlighted what we believe is a sigpific
research and professiénal thinking, we do not intend to imply t

.

s involved, of the rapidly increasing rate of .

i
hé pp- -

~enough to make a plga for more parent education courjeﬁ, gr Pre-school -

. 5 L . I
There have howéver bédn some promising improvements in cnabligg;pregnan{ teenagers
.and teenage mothers to remgin in school. '
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parent intervention programs. School systems can begin, as some already ¥
have, to critically evaluate the partnership between family and school, and |
their role in this partnership. ’
DR

Suggestions:

In conclusion, let us suggest some concrete changes that you could help
"encourage in your own school systems. ‘Some will require additional
resources which we’ recognize in this time of serious financial limitations

will pose some difficult choices. \ . .

- .

<

1. The teacher's role especially at the elementary level, -
needs to be redefined to include a responsibility to build
a partnership with the pupils' families. If thds were
done, the schools of education would need to re-evaluate

- their curricula with regard to preparing teachers for .
this responsibility. N -

‘ - Y
- 2. Selected schools might experiment wi?h innovative
. approaches: kindergarten teachers making héme visits
- to every child at the ‘start of school; parent-teacher

"~ conferences could be scheduled at the beginning of the.

.. Year to learn from each other and mot only on the c
potentially tense occasion of the report “card. Volunteers
might .be used to relieve teachers' time for conferences.
Any such innovations should be carefully’ evaluated b

. parents and teachers alike. ’

3, Parent groups -- P.T.A.s, etc. —-. should be.i;volved in
any evaluation of parent-schpol relations,. planning. of
workshops or afitérnative approacghes. - Parents: themselves
can help say what it-ig appropriate to ask from parents
T in the way of suppor; e

a i

4, Schools should address the special needs of children under
11 whose parents are employed by exploring what could be
done to help parents provide more appropriate care for

. their ¢hildren after school, when they are ‘sick, or on_

vacation. - «

L3

.

4

5. All schools -~ egpecially those which used to rely heavily
on the "help mothers gave in classrooms, on trips and in
libfaries --.need. .to explore Margaret Mead's ,suggestion
about invglving the grandparent generation in school .
activities. .




s

. These are some beginning’ suggéstions.
,  others which may be more relevant %nd more urgent td -the needs

s h " v
P ’ , .
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With regatd to problems of sex education and teenage

meting with parents (including those who are .- '
opposed to. guéh prpgrams), church and community ieaders
* . and teenagers to share facts and recommend solutions tha
might involwe specialist teachers and specific curricula
but might instead be part of an after-school or
o~ community-school program.
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THE MEDIA AS EDUCATORS . .

. . ]OAN GANZ COONEY .
. President, ChxldrensTelevlsmn Workshop ) )

L] -
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I'm, very happy and honored to have been asked to address thls ex-
clusive group of mfluentlaf educators.
I feel though that.I may be bringing proverplal coals to Newcastle, forl
+know you'are well aware of the complexity of the question: “Beyond
;choel what else educates?” o s
-If:.1 may make a guess, I'd venture that your other speakers have
alréady reminded you that beyon ~Almost everything educates. The "
family, the hieighborhood; the streets we live on. The Chureh, ‘business, the
= government, And; of curse, the media. All educate us in a variety of ways.
~By media, I mean sometelevision, both educatlonal and commercial,
whicl is also — quote — “educational.” "
And I mean radio and thgse audlorvlsualalds which have done so much
to enliven classrooms around. the world. . :
And I'm not forgetting that fundamiental device, the printed page — in
books, magazines and newspapers..Or records, games and puzzles. }
At,the Children’s Television Workshop, we're constantly experiment-

" ing with different media to help today’s youngsters learn. One of our resear-

, V' ..chers came up with whaf she thought was a pretty good toy for modern
-kids. It was a pﬁzzle whose pieces didn’t fit together, Her éxplanation: thé
puzzle would prepare young people for the probability that things won't
work.out the way they want thém to! T

The product didn’t get too far into developxient for kids, but it occurs }
to me that the subject -we're tackling here could make that puzzle ap- 1
: propriate for those of us in the educgtional field.

In other words, things aren’t'goffig'to work outt the way we wans,them

%  to unless we look around at what’s qvailable- for®ducation, including par-
tlcularly the media, and make a cons {ous effort fo fit them together for our
. OWN purpeoses. ,

My miessage this morning is snmple
The media, electronic and print; can be dramatically effecive educa-
tional tools. And they can be even more ‘effective when used together to’ .
> enhance each other’s potential. \ -

, B Just over terf years ago, L began™a study — underwritten by the

- Carnegie Corporation — of the feasibility of educigng young children with
television. At the time, television was characterized as a *'vast wasteland.”

And the most barren spot of all was the programming for children. ' ,.
Mindless cartoons and buffons and commercials, above all commerdcials,
madeé,up the television menu for children. -

'Izhe Children's Television Workshop was created to fmd a way to use
all of the marvelous audio-visual techniques perfected by’ commercial

-
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television to see and to enterfain as @ means of attracting children (o a show.’ '
with specific educational purposes. We call the show Sesame Street.an ‘ex-
periment — and still is. A labaratory, if you will, for investigating thejuses o

' of television as an aid to the educational development of preschool .
children. v >
Back in 1968 when W& began, we called together, in a series of .

semipars, more than 100 specialists in early education and child develop-
mént along with writers, artists, musicians and television prodycers to for-
mulate the initial curriculum goals of Sesame Street.,

The group specified that we teach traditional skills, skills Juclged likely
to be most helpful to the child when entering school — especiall}’ the
. economically disadyantaged child. We concentrated on the most fyn-

damental skills, such as recogrittion of letters and numbers.

Last January, Sesame Street broadcast its one theisandth hour of
orlgmal programming. It was vastly different from the f|rst show broadcast
in November of 1969. ' N

We will continuato teach letters and numbers, but today we are also

steaching sight words and phrases,- safety and nutsition, cultural and
geographical differences and attemptmg experlments m affective educa-

ion. K . . -
ey -
. )t We are taping more 'pfbgratﬁs op lde the. studio. Our intent is to .
broaden the educational and cultureﬂ. s@pe of:the show by taking it to dif- "

ferent environinents where youngsters live and play and learn.

Our first venture was with Spanjsh-speaking youngsters and Indians in
New Mexico. We have visited Long Islant Sound, and we are planning a
trip to the Deep South. We are currently tapin ws in Hawaii. '

Let me show you some typical examples of our work on Sesame Street,
starting with our tripsto New Mexico, thep typical letters and Aumbers
pieces, 4 short film doge in Appalachia and an affecting learning piece.

A few months ago, the National Assessment of Educational Progress
reported that nine-year-old ,Americans are .reading better than their
counterparts of a few years ago Educational television shows — Sesame
'Street in particular — were cited among posmble’factors in the improve- =

. ment in‘the scores. N

So, scores are up. And, ds might be expected, interest in readmg is ris-
ing. More than 10 million copies of books based on Sesame Street have been ¢,
sold since the show went on the air eight years ago. :

QOur Sesame Street Magazine is among the most popular chlldren s
magazines. Last year, its circulation jumped from 350,000 to nearly a half
million. v ]

I'm trying to emphasize that television can promote reading; that’print 8
and television need not be mutually exclusive.

. . A case in point is CTW's Electric Company. In 1970, researchers and
CTW producers collaborated again td produce .The Electric Company.
= \ Also an experiment, its alm is to teach specific reading skills to Seven to-ten- .
‘ year-olds.

Here, again, we offered a blend of appealing entertainment and’
carefully designed curriculum. Music, animation and comédy go to wm‘k
on behalf of the prlnted word. -y S
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_ Many teachers rep&ft that (hlldl‘e}l who watch the show have_im-
proved their reading skllls,. and independent fmpact testing bears out their
reports. This experiment has taught us a lot ,about how kids read and

pomted the way toward helpmg them de;lop essential Skl“S more easily. -
« +The Electric Company is viewed,by more than six m|II|on children, _ .
half in school and half at home. L 3 B S

Millions of children watch the programs in various forms on six con-
tinents around the globe. . -

Again,' we combine the electronic. and print ‘media to reinforce our
basic goals — to énhance our educatjonal effectiveness. A few monthsag’o
The Electric Company Magazine had a prgt.run of 300 000.coples- .

I'must point out here that we don’t permit advertising in our magazjnes
because we are opposed to-advertising dlrectlv"to children. But our

magazines do _return réyenues, as do royalties from the books. toys and

records and other produets we create. These revenues help to support our
educational te]é» ision programs and other educational cxpenments with
. media.

The, Electric Comfany is also being used as a fundamental component >
of instruction by reading clubs and in tutorial and remedial programs. The | i
Dallas Public Libraries have included it in their summer reading program, .
and five hespitals igBoston use it to tutor pediatric patients. M

Here are some examples of how The Electric Company i is using tele\ i,

—sion to present print. N M

This fall. we embark on a new and quite different series call¢d THe Best
of Families. It is nine hours of drama to be shown in prime t fime on publlc
telev isish, and it will |1|ustrdtethc‘ social history of American between 1880
*and 19G0. AR

Agdin, we dedicated grez)umounts of time and energy to defining our”
educational goals, we called in historians, social scientists and ‘others_to ,,
work with our researchersand pro‘lucers .50 that the programs will be both
entertaining and éducational. . R

Here's the opening of the series — which goes on air October 20. The '
sets, clothingaspeech and behavior of the three fictional families, set against -

a backdrop of \eal events. reflect the kind of detailed information the pro-
ducers receved, from our researchers. \

- We exg;wct' to develop prmt materlals for schools to accorﬁpanv thls
series, - ¢ " - .

But I don’t want to, talk excfusn elnzabout educational television. Com- ’
mercial television, the programs vou see on ABC, CBS, NBG and indepen- “
dent commercial stations are also — quote — “educatior¥,” by accident
and by design. I am en couraged by the fact that in recent vears more com-
mercial programs are educating viewers by intent.

Since 1970, CBS statibns have been developing a- television reatling A
program in which )oungsters réad scripts Yefore and during a broadcast —
a direct link between the sound coming from the set and the word on the
prmted page. The progtam has enjoyed remarkable success.  =- .

In the beginning, Dr. Michael McAndrew expasimented with such pr,
grams as, The Rookies and Sanford and Son, using scripts borrowed from }
,;he producers\an(‘i \|deocasqette copies of the broadcasts Later, he used o,
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programs like The Autobiography of Miss Jane Pittman and, Eleanor and
ﬁ " Franklin. ‘ : . e
On the day of the Eleanpr and Franklin broadcast, the Phitadélphia In- +
quirer printed the entire script so the parents as well as the youngsters could
read along. That day, circfilation of the Inquirer jumped from 410.00 to
550,000. R ‘
- A few days latery Dr/ ‘McAndrew canvassed 30 bookstores, most of
which had stocked largd numbers of the book on which Eleanor and
-Franklin was based. All but two wert sold out. .
- What's more, for e ery vear that youngsters have participated 'in the
program, they have gajhed a vear-and-ashalf in reading skill. .

” As Dr. Michael [ Marcase, now Superintendent of Schosls in
Philadelphia, put 1t: *People have been knocking commerciul television as .
detrimental to education; now we’re learning to use it.”

There are those who preach that simply watching telev ision is harmful
— that the act in'itself is detrimental — more so than the content of the pro-
gram. . . ] .. .o
- How much do children watch? A survey made a few vears ago revealed
that children in the two-to-five age group spent 31.4 hours a week watching*
television while thiose in the six-to-eleven group spent 25.5 hours.
Preschool children %ire spending about a third of their waking hours .
hefore the*televisiop set. ) - :
. "I worry aboug excessivpvie‘wing of television.
. Even if all television were good. we wouldn't want children to watch it
“for 5o many hours a day. We Wwant them to play, socialize with peers, look
» at picture bogks,when they are young, and read when thev are older.
. But the truthlis that. at this4ime, in this country ittle is bging done to .
! ' reach and teach parents — particularly poor parents — about the needs of
their children. So, unfortunately, some children will be allowed to view

television too much. . :
» » ' Thus, we must concern ourselves as educators, parents and just plain
citizens with what is being televised and, in particular, televised violence.

If €TW has proven that television can teach letters and aumbers,
words. and ideas, who can doubt television's ability to teach antisocial
behavior. )

And I am not against pictotialized violence per se. When it is shown as
an integral part of the action — as in Roots — it serves,a useful purpdbe. But
we must question the repetitiveness of gratuitous violence on television, that
is, violence dragged in to “hype” the ratings — which'may hype the ratings
all right but which ‘might also harm our children and oug society.

Way back at the beginning of these remarks, I said that I woittd like to’
talk — at least briefly — about the yse of print, other than text books, in the

. classroom. Isike the content of teleyision programs, the content of the daily
" newspaper can be used to stimulate discussion and to motivate compaosition
¥ of essays and reports. . . . .
: At Block Junior High School in East Chicago, Indiana, students in the
i / . American historyclasses subscribe to'a major metropolitan daily. They are
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" Again, students are urged to take the paper home to motiv ate famnly /
discussion. The teachers who developed the progrdm report that rmd'm’? ‘
scores have improved. » .

Interestingly enough. positive results tend to appedi' first among the . — |

females. What lesson there is in that bit of mtel@ence for nc:jor

publishers. I cannot guess.

We at CTW have been experimenting with the ¢reation of inultimnédia
materials for use in the classropm. sound fllnistnp@‘l‘:tap(s with com-
plementary activity books, games, and other materials. They _are designed © -
to tnhance the effectiv eness of Sesame Street and *The Electria Company.

We are particukarly pleased that the material is produced in Spanish as
\\ell as in Engllsh. and that it can be used the education of th

handicapped. - e

Ina f{ew years, m()re classrooms will doubtless have acces® to cassett
players and cassettes, tolosed circuit television sy stems, o motion picture -
projectors, and to television sets themselves. A muln media approach t
education will become techmcally and economlcall\ feasible. =~

CTW, and many other producers already in the field or vet to comp, )
will be stretched to their limits to provide multi- media aids to teachers, By
the same token: the home. too, could become a more formal learning center
with easy access to educatioft, how-to, cultural, _andtquality estertainment
videq materials. .t

Potentially, the impact will be as grez\t as the printing press itself.

But the content for all this technology will be no_better, no more
tasteful, no more educational and no more pr()-soclal than those who
duce it.

.And that, indeed, must give us pause. WeAyv“Laneed a lot of people, both
ineducatic d outside, and in and outside federal, state, and city govern-

ments dedi®fed to a better lde[) than a quick dollar and the lowest common
denominator. .
There's a road sign in rural Vermont that r(}ads "D angerous " and

goes on to say, "Pick the right rut be(ause you're going to be in it for the
i\ext 15 niles.” -

In a sense, the uses of toLovnsnon — and othor media — for educational
purposes was in the wrong rut during the fiesf generation of the medium. * *
Only in recent years have we begun to dispel the my th that television is for
entertainment and the clasSroom is for learning. Now we know that' such
polariaation is wrong and damaging_to educational progress, especially as
demands accelerate for better education and greater aecess to knowlcdge
through ‘a variety of media.

[ believe we now have enough experience to be confident that — with
continued study and experimentation and a greater national commitment_.
to educational success for all children — we can put television and other«
media to work to enlighten the present generation and educate the next one,

There is enough patential there for us to feel like Pogo, that we are
urrounded by insurmountable opportunities.” \ - o =
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_ Chapter. l.V' - f ‘
" THE ARTS AND HUMANITIES AS EDUCATOBS .
G Orchastratmg the Dreamz\ N ’ ‘

. Thomas P. Bergin
- ' Dean of Continuing Education '
; University of Notre Dame -
- .. * Chairman, Artists-In-Schools Panel
\yahonal Endowment for the Arts - -

\ It was with cons:derable rest and enthusiasm that I accepted some”
months ‘agq, your kind inyitafion to be with you today. I welcomed it
primarily because I thougit of it as a challenge, an opportunity forme.to be
able to share with you some of the marvelous happenings I have witnessed”

7 in’arts education in the public school system over the past. few years. )

>, I'have felt all alonf, that you would preciate my sharing' with yop.’
some of the thoughts I have concern g the National Endowmentfs Artists- |
in-Schools Program and arts eduction in general. . -

My reason for being here stems pnmanl rom'the associat¥®n, insiglit
and enthusiasm I have experienced in arts ‘education over the past seven
years as.a member and chairman of the Indiana Arts Commission and cur-
rently as chairman of thé National Endowment’s Artists-in-Schools panel a-.
responsibility I have held fér the past three.years. .

“As a prelude to our discussion this afternoon, I would hké to pr&sent a
very short film which, in a brief and vivid way, describes-one of the Na."
tional Endowment’s programs bearing d:rectly on the subject of the arts_
and humanities in education. It is the Artists-imSchools Program I think

you will enjoy the film. . .- . «

I

N
»

W FILM: ARTISTS-IN-SCHOOLS L IN Youh\scnom, R -
] Flllealogue.. ~ LT e .

***and I awoke and. it was - s T e
true
I saw everything I saw - s
sky of roses house of daisies ° -
a tree of orange a book of
apple and

St . "1 loved.it all and I lived:with ~

' - it for the rest ffjw life .

&

-

tox

. This child was in the habit of coming to school 2 or 3 days a

_ week, just puftmg in time. Then we had a sculptor, a guest artist, We * ;

gave him a clump of clay and'you would not believe it\The child has o
really found himself and he has hot mlssed a day of school since.
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Children go to school certamly to learn’ the intellectual fun-
damentals But more than that, children go to school to learn about * *
the world beyond home and to learn to make.observations and valid
judgments about the world, to learn to make choice esthetic as well as
practical; in short, to prepare for a rich and full life.

A school is a fact factory. It is where children beginto learn about
themselves, to perceive others, and to express what they see and fegl. Artists-
‘in-S¢hools, sponsored by the Natiopal Endowment for the Arts, was
developed in cogperation with the U.S. Office of Education, State Arts
Agencies, State Departments of Education, and local school distrigts. It is a
program aimed at expanding children’s perceptions and in helpmg them to
express theimselves through the arts. - s

It began in 1967 with a few poéts workmg in the schools. During | the
past 4 years, Doug Anderson was a guest poet in schools in several states
across the €ountry.

Generally, a guest poet is invited to a school for a week During that

" time he reads a little of his work, perhaps some work by students in' other

schools, and then tries to get the students writing ‘themselves—doing it,
reading it, sharing it with their friends. 1

When we ask children to use their.imaginations, we might well assume
that they are going to use them irf very childish ways. I have often found
that the creative ingenuity, the imaginative power of persons 10 or 12 years
old is often as great, pe[haps greater, than at any other time during their
lives. : /

In 1969 six pllot projects across the country brought visual artists into
the schools. Success built upon success and today more than 1 miltion
students and teachers are participating throughout the 50 states and in five
special jurisdictions from Sarasota to American Samoa, fron'f*Falrbanks to
+the Ou eréank&

Beginping with a modest budget in 1969, the program has grown to
more than $3.5 million a year. It includes nearly 2,000 professional artists
now at work in the schools. They are dancers, musicians, poets, actors,
film-makers, photographers, folk artists, craftsmen and craftswomen,
sculptors, painters, potters, architects, and enyvironmental designers.
Although many teach the arts, the artist is not expected to be a teacher only.
He is an artist doing what he or she does professibnally, where the students
and teachers*can watch and shate in the expepience of creative work. They
learn firsthand about people who earn a Ilvj;lg through words, or shap,gs
and colors, or sounds, or mevement.

Not every child will become an artist; that is nétxthe purpose of the pro-
gram. Each ¢hild has an opportunity to discover his own imagination, to -
discover his own natural desire to create, to express his own feelings in‘his -
own way. . T

It is mlsleadmg in a sense to consider aFUsts-m -schools a Federal pro-
gram. It is instead 5,000 local programs, g¢ach one different, each one
unique, each*one special. -

If @ school or a community wants to partncnpafe in a program and
‘wants to share the Federal funds, it applies to the state arts agency. That
agency, in turn, applies to the National Endewment for the Arts for morfey

N ) . N . ‘l,
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. to help honor the Artists-in-Schools projects in that state, Together the state
agencies at each local school select a program and recruit a professional_
artist. The success of the program depends largely on the artlst He must be™
a special kind of person as well as an able professional.,
In many states a special panel is formed and consults with the agts
agency in participating schools to review programs and select the artist. A
typical panel in the visual arts, for example, might include the state arts
council director, the arts supervisor for the state public school system, a
{ curator from a museum or gallery, a practicing artist or craftsman, and the
president of a local crafts or arts council.

The artists then works in residence at the school—a new and’ éxciting
resource for the students, the teachers, and the community as well. He can
work with the students singly or in groups outside the regular curriculum.
~He works with the teachers holding workshops where they can watch him
work and explain his art. He works with the community doing poems or
- pottery, giving recitals or shows, offering his art and his expertise. The
length of the residency deperids upon an artist’s discipline.

A company of dancers, for example, might only be in residence for a
couple of weeks giving performances, conducting workshops, teaching
classes, showing the school or a community that perhaps had never seen
professional dancing before, what the art of dance is all about. '

’» A painter or sculptor typically sets up his studio in the school and may
“stay for months. . -

The most successful pit)]ects are the ones in which an artists becornes a
part of the school and the community, and that takes time. .

It is hard to describe a typical artist-in-school project because each one
15 designed to meet a specific situation. Following the endowment’s general
guidelines, the artists and schdol design a project best suited to their par-
ticular needs and resources. The state arts agency acts as an adviser and
coordinator. ' . -

The real direction, ‘the real .energy, cbmes from the -people in-.
xolv*ed—creatne admidistrators, teachers, students, and parents. Most im-
portant, everyone¢ learns about an art form in a direct and intimate way,
from the working artist, himself. The children, many of them, for the first
time leatn they can express themselves through'art and learn that they have
unique things to say. The creative urge is univetsal. Their own special way
of seeing and doing has value. -+

- . There have beegghundreds of successe§ where the program just does not .
add a new curriculum or decorate the walls of the school. Many children,
adults, 'and communities have already benefited from the works of the pro-
gram. An artist-in-school awakenseveryone to the choice of creative work,
to the excitement of new perceptions and the pleasure of personal expres-

. sion. Py ¢
. It doesn't really matter when yo are trying to be creative whether yon
get high grades or low grades. It really doesn t matter. Everyone has an im-
agmatlon

The artist-in-school confirms that there is something of the artlst in .

- " edch of us, especially when we are children and art is all around us to see,
hear, or feel. Each of us can learn the art of perception, the art of expres-

CERICT v . . e8 B

- R ¢ R

N

.




sion, through words and sounds, colors, and motion, if given the opportuni-
ty. What better way is there than by bringing the artists into the schoo]s.
Bring thern_into your school.

The spirit, sight and sound, eolor and movement we have just ex-
perienced delivers its own message. These represent the very foundation of
the arts in_education. Because our senses are engaged, the ideas and con-

‘ cepts of the film are broq‘&ht closer to the real-life experiences they aim to

embody. It is just such an exercise, involving feelings, the affective side of

» . ourlives, which the arts are so uniquely capable of, and which makes their
+  place in education so crucial. : .

For just a few moments I would like to focus specifically onsome of the
contributions which I feel the National Endowment’s Artists-in-Schools
Pregram has been making to our artists, our children, and communities

. throughout the country. T
; I honestly find. it difficult to exaggerate the significance, the impact,
and the tremendous rewards which I believe have been accruing to the
young perIe of our nation through,the Artists-in-Schools Program. It has
created a Wwhole new dimension in their sensitivity and awareness to the arfs

and the role that art should play in their daily lives. In my own mind, I see

this new experience for the student,ynstinctively and very quickly, equated
to the whole concept of joy — and as Teilhard de Chardin has so ap-
propriately put it — “Joy is the most infallible sign of the presence of God.”
+ It is with the word “joy” that I would like to quickly present some of
the first-rate activities, and what I feel are almost miraculous transitions,
currently taking place in classrooms and schools throughout this country
under thé name -of the artists-in-schools. For it is precisely this sense of
“joy”* which is badly needed in our schools and, indeed, in our general con-
cept of education. 3t is this sense of joy in education which artists-in-schools,
along with many other newpand imagihative programs, has succeeded ‘in
bringthg to our*educationa‘h)roc'ess. . .
n  In the-words of one Alabama educator. describing his reaction just
recently to an artists-in-schools residency within his school, he said ...
- “After 33 years in education I'm seeing for the first time Something truly
new and exciting. I can’t imafine why this wasn’t done 200 years ago.”
This year, in over 6,000 schools throughout the nation, educators, children,
parents and communities are voicing similar reactions to this exciting and
innovative program in basic education.

As you know, the Artists-in-Schools Program is an attempt to make
change possible within ctke school strugture itself by incorporating the arts
into the standard’curridfla. - ‘ .

At the core of the program is the firm belief, consistently echoed by a
substantial number of prominent educators and administrators, people like
yourselves, that the experience of art is basic to the human spirit and that it
should be offered’to all children as an essential part of their educative pro-

cess. Thehope and dreant is to expand the personality of the child, develop

hisher emotional attitudes and receptivity to the processes of learning ... to
instill in our young an awareness of creativity as a living and personal pro-
cess that will'endure long after their formal education is completed.
~ . It is, ladies and gentlemen, a hope and dream which, before our very
[4 N . 5 .
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eyes, is coming te~fruition in thousands of classrooms across this nation, a
quiet “revolution” in which are contained the seeds of some ofythe most
profound and pervasive changes ... changes which can touch all o?our lives ' =
.. most importantly, touch and enhance the lives of our children. -
A few weeks ago, I received a letter from a colleague of mine, a
.member of the faculty of a prominent university in thé east, which-says
something about this program, and I would like to read*from that Jétter. *
— ¢ N - . 4
“Tom, ) v ; . '
., About two months ago I was one of those asked by the Office of
Education to read applications for their new program in support of
‘thearts in public schools. Time after time the applications which 1 - -
saw made reference to participation in the Artists-in-Schaols Program
and I gathered from the gnany who wrote in that this program is
beginning to have major impact on public school education in the
arts. K —
As you know, many public school teachers of art, music, drama,
etc. raised objections to the program when it was first launched
: because they felt that persons not trained to work with children were
. usurping their functions. I believe that just the oppdsite has now been
proved, namely the impact of these visitors is such that they generate
- - additional interest in and support for the arts in the schools.
The National Endowment for-the Arts Program continues toserve
» the function of .stimulating the development of public-school pro-
grams in the arts and it seemg to me that the applications I reviewed,
which came from all pats of the country and schoel systems, carried
. . that message home very clearly and forcibly.” . . N

It is indeed a dream which is becoming a reality in California, where
the Alvarado School Art Workshop has dramatically enriched the arts cur-
riculum of participating public schols, as well as creatively transforming
many of the physical settings in which this art takes place. )

' The program is designed to utilize the talents of professional artists
working with children in cooperation with teachers and administrators to
increase the students’ experience with j creative arts in mblding a new
physical environment. -

Working within the common framéwork, the program retains the flex- .
ibility which allows schools, teachers, students, gnd parents to decide what -
resources of the Alvarado Program are best suited to thein particular needs.

vt is my understanding that it is becoming a reality in East Lansing,
Michigan, where a commitment to the artists-in-schools concept was the
catalyst for the establishment of a beﬂpanent “‘creative dance movement
program” in grades 1-5, of all nine East Lansing elementary schools. .

It is happening in Portland, Maine, where the full-residency of a
sculptor created a major breakthrough to involve the arts as’a dynamic,

‘ creative force in vocational education, indeed providing us with a brief

glimpse of the tremendous potential of the arts in all areas of the educa- -

tional system. There are many other fine examples and, again, they are not
confined to the Artists-in‘Schools Program. -
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Under another category of the, endowment’s ¢ducation program,
Learning Through the Arts, it is happening not only in the schools, and not
only for theyoung, but also in projects outside of the schools and in com-
munities across the nation helping to further demongtrate that the arts do
change the face of education and present an exciting/new way of learning.

In Boston, for example, aging, infirmed and disa led persons in over 40
nursing homes in and arbund the Boston area have Had their lives enriched
and renewed by The Eearning Guild, a mobile afts education program
which brings arts programs and workshops directly to the doors of those so
often neglected and discounted by the more vocal felements of our society.

As part of this program, an 80-year-old former dress shop owner at the
William Francis Nursing Home in Cambridge created a line of puppets
made from cardboard tubes, styrofoam, and-sfrands of yarn, tapping
within herself a source of creativity and joy which might well otherwise -
have gone unnoticed and unexpressed. )
" In California, talented and bright, yet n rologically .handicapped
children of the Full Circle Residential Center have been placed by-The
Growing Mind, in a crafts apprenticeship pyogram intended to involve. - *
them in meaningful careers in the arts thréugga training program of high
artistic quality. Artists from the nationally-known Bolina Craftstifan's |
Guild work with the children in an approach which stresses nutrition,
physical therapy and special academic remediation within the context of
serious artistic training. ’ .
As exciting as all of these are, they are really only scratching the sur-

1

artists-in-schools approach, in a very particular way, is providing forthe
long neglected role of the professional artists as a dynamic and life-giving
force ingt'be educational process. In classroom after classroom, that natural-
Iy symbiotic relationship which exists between the arts and education —
{witl artists everywhere receiving inspiration and creative energy from our
children, and bHildrep everywhere being exposed to the tremendous
creative potential of their own lives) — s being revealed to us as the catalyst
for what may well become a new and highly innovative approach in
American-education ... an age in which joy and l@arning, euphoria jand
discipline, creativity- and knowledge, progress and traditionak education
are no longer seen-as antithetical concépts, but as partners in a rénewed .
commitment to a philosphy of education which is as old as the Greeks —
that truth and beauty are one and the same, and are best attained when the
human spirit is free to come to_terms with the creative impulses which are
it$ rightful destiny... i

s None of us here need to\be convinced or converted — we are
unreservedly committed — our problem for the most part is ... how do we
get there effectively, economically and politically in a reasonable and
meaningful way. °-

I thirk I have some reasonable observations and recommendations to .

>

T the past two years I have been serving on a national study panel
focused primarily upon assessing the signifance of the arts for Americans,
and more specifically, education. The twenty-five members of this panel,

. -
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select®d not for their professional ‘experience in the field of arts education,
but rather for their concern about the arts, their concern about education,
and their ®oncern for the way Amerjcans live. The panel was originally en-
titled, Arts, Education and Americans. On May 24 of this year with
scheduled congressional hearmgs and a national conference in Washington
our report was made public. It is entitled, Coming to Our Senses. If you
have not already received a copy of this publication — Coming to Our
Senses — 1 know vou will very shortly as I made sure your name was on the
list.

. ) chaxred by Davnd Rockefeller, Jr., took thelr work very seriousty. They were

With some modesty, and yet as ‘one who worked hard on this report, I
urge you to read this document carefully — it is accurate and it represents
an immense distillation and synthesis of the total picture of the arts in
education programs now under way around the nation, itlso presents vecy
clearly a forceful case for "'the power and urgency of arts education™ in the
lives of al] Americans. The report is filled with moving evidence of the need
for learning in, abaut and through the arts. There are fifteen major recom-
mendations with some 96 supplemental ones stemming from the major
%sues. :

I will not distress you by attempting to hlghllght thegh recommenda-
tions as I feel you will welcome the opportunity to do so, quietly arid reflec-
tively, once you have the full report as background.

There are, however, three very.solid principles which underline the fif-
{ ¥- p

teen major categories of the recommendation — and I think it is important
to mention them here.’ )

. The fundamental goals of American education can be realized only when the arts
- become central to the individual's leamming ¢ expenente, ifh or out of schools and at
every-stage of life.
v 2. Educators at all levels must adopt e arts as a basic component of the curriculum
deserving parity with all other elements. -

k3 3. School programs in the arts should draw heavily upon all -available resources in the
, community: the artists, the materials, the media, dnd the total environment — both
natural and man-made. ~

« In gnoving to embrace these principles, it seems to me, one of the first
big problems to be resolved concerns the dispersion of respensibility and
duplication, and/or fragmentatlon, of effort among those federal agencies

% which.administer the major Iéglslat ve programs in arts education. This
probleln is plag€d in perspective in a well-focused statement contained m
the report Camning to Our Senses. That statement is as follows:

Since the early 1960’s the federal government has played an, increasingly lmportant role

“  in developing ideas and initiating new programs. As a rule, federal agencies have in-

fluenced art programs by providing financial guidelines. Predictably, the rapid growth of
federal involvement has been acompanied by a dispersion of responsibility among a
number of segarate federal programs and agencies. Despite the creation of coordmahng

bodies, there are stgmflcant duphcahons of effort in some situations and serioys ommis-
sions in others ..

- . -

- Itis fair to say that similar prohlems exist between and among the ma-
jor assocations of arts educators and the private foundations operating in
the field. Adquate communication mechanisms within the federal establish-
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ment and among the private associations must be greatly improved and
strengthened. The time is now because the apptopriate environment exists.

- The education progirams within the Natiopal Endowment for the
“Humanities havVe from time to time supported significant studies of the role
of the arts in humanistic stugﬁes. However, the focus usuatly has been more
concerned with the stu'fiy of the arts than*it has been with their practice.
The Humanities Endowment has assisted in curriculum development ac-
tivities which includedy‘t’fle atts in interdisciplinary instructional programs
and has, of course, supportedsprajects aimed at improving elementary and
secondary ‘school teaching in the humanities. - i .

As you lqok at the various existing’programs and activities, there is no
escaping the fact that no serious rational, cooydinated plan has been design-
ed to deal with arts education i;i:: lorig rup. The pattern of support hds
evplved hapj;azardfy. There ha n no seriqus systematic analysis of all
the components which together make up.the-jremely complicated arts
egiu%tion“picture. \ v

ver time, separate‘legislative actions have taken plage, as one agency
or-another has pressed for a particular action..Once a new program
becomes established it seems to have grown unilaterally without much at-
tention being paid to objectives and program géals or funding policies.

It is obvious, the lack of a,sound, identifiable policy structuire has con-
tributed substantialy to confuse many at a variety of educational levels, in-
cluding those in the federal agencies and in the Congress.’ ’

One of the recommendations made by the Arts, Education and
Americans parel in its report, Coming to Our Senses, could remedy this in
some measure. It calls for the establishment of a **National Arts Education .
Leadership Program,” one which could_jnclude a broad spectrum of arts
education allies: that is, “school administrators, education curators in
_museums, and the edUcation directors of othet arts institutions, education
program directors of state and local arts eouncils, project leaders, and those
educators engaged in ‘arts education leadership positions at tIle state,
regional and district level'.". i

Surely, this country is well behind other educational systems in the
utilization of the arts as an educational resource. For example, if China®

\ and in Russia as part of their national arts educational program, arts
education is woven into and used in the basic fabric of the éducational pro- - ...

* they were.carefully and delicately orchestrated.

l{lCm‘ : .
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cess. They Understand how to make the arts work for educational purposes, .
particularly early education. They believe arts education does not work in
isolation; it must be integrated early on, into the education process.
Perhaps such a national gducational Ieadership,progra%lj,) as described

in Coming to Our Senses, might permit us to move more quickly toward
establishing a strong national posture concerning the arts in our educa-
tional structure. , ; * e

§In appraising the curgrent situation ... attempting to determine how we ,
get there effectively, egbnomically and politically in a reasonable and..,
meaningful way, I wauld like to present some of the elements which I view
as sfrong motivational forces which are currently at work, and which
ultimately could provide for vast and sweeping changes in arts education if

-
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advancement.

these. -

the ars, specifically as they relate to the education of oyr young.

groy and-become a substantial part of natigpal policy.

ffiend, John ?rademas, ‘asked me to present at this meeting,_—

for the arts and humanities in elementary and secondary school pupils.

dssure them of my continued eommltment to this vital component of education.

-

Modern Art, Mrs. Joan Mondale said: - .

.

areas of our lives — they are part of our total environment.

that it is intellectually interpreted and effectively. administeted.

sutantial growth and improved opportunities for the arts in education.
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There is genuine interest and a new motivation at the national level.
the present time Congress has every intentidn of becoming more involved in

Agair;. drawing upon my personal experience and association with the

.state arts agencies and the National Endowment for the Arts, I honestly
believe we are on_the threshold of some significant breakthroughs in art
education on a variety of level's. There is a new mood — a new wave of the

- future in which many of our good, schools are acquiring greater
understanding and appreciation of what giftedness is all about — a new
sensitivity to artistic interpretation and in identifying all of the various
talents among our young. They are beginning to think of art as a process

and not just a product. We must keep this new spirit alive and encoura&e its

My optimism and, indeed, my rationale for this anticipated reblrth for

\ tife arts within our ‘educational system is focused upon-the substantial
changes which are already under way ... at the federal, state and local level,

all of which can generate e effectlve change. Let me ]ust comment on a few of -

At

- The recept Congressional support for the National Endowment for the
" Arts and Humanities provides further evidence that this commitment will

can think of no better way of presenting the spirit and future action
we might expect from Congress than to read to you the message my good

I was very pleased to learn that the Chief State School Officérs had invited my consti-
. tuent and good friend, Tom Bergin, to deliver a paper on “The Arts and Humanities as
Educators™ at their annual meeting, for as chairman of that subcammitte€ of the United
States House of Representatlves with jurisdiction over the arts and humanities, I have
taken « particular interest in the endowmient’s efforts to encourage & greater appreciation

I congratulate the Chiefs on their attention to this extremely important subject and

Ay

The President, his Cabinet and the executive offices are also very 'much

. interested and intend to be continually involved in the arts. At the cabinet
level, the Department of Health, Education and Welfare, and the Office of
Education, there is clear indication that there will be some changes made.

{ As a matter of fact at a recent meeting of the arts held at the Museum of

This administration is devoted to broadening the base of support for the arts,)nd the best
way- to accomplish this goal is through the recognition that the.arts have a place in all

I believe we canexpect good support at this level and we ought to make sure

Within the National Endowment for the Arts itself there has been a
continuing evaluation and reassessmenf) of the various programs in educa-
tion. The chairman, Nancy Hanks, has been very conscious of this need and
continues to seek resources both human and financial in trying to provide

In turning to the state level ... may I say — right off — that there are
many here in this room who have been quietly and imaginatively moving
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mountains in relation to the arts programs within their o own particular
states. ' .

In many of the states this quiet revolution has been underway for some
time and it is indeed succeedmg The Ad Hoc Coalition of States under the
+JDR 3rd Fund has been a’significant part of this movement, along with
many other special programs which have been initiated within the in-
dmdual states. )

There are several states Which might be cited as exemplary models of
progress in the arts. My own state of Indiana and, indeed, the tremendous
accomplishments Harold Negley has succeeded in bringing about could
well represent one sich exemplary model. . -

However, lest you think I was being too provincial, I decided to go'
west. and selected the sfate of Washmgton a state which, it seems to me,
has made some truly sngmhcant strides in arts educatian.

.Back ih 1966, the State of Washington initiated the Gultural Enrithment
Program, which was funded initially with Title I1I mchies and later funded
entirely by legislative appropriation to the Office of the State Superinten-
dent of Public Instruction. The program consists of performances in schools
throughout the state by sych professional groups as the Seattle Symphony,
Spokane Chamber Orchestra Seattle Opera, Seattle Repertory Theatre,
First Chamber Dance Company; plus performances by many smaller
musical, theatre, ot dance ensembles. The program also tours the state art-
mobile. which presents visual art collections including original works by
Mark Tobe\ and other famous northwest artists, as well as crafts and North
- Coast Indlap art. The program has been funded at approximately $500.000
annually.

The State of Washington has an Artzsts—m -Schobls Program which in
many respects is similar to those funded in the other states. However, it also
includes an outreach program that serves small rurakschools in the plains
of eastern Washington with week-long residencies,

The State of Washington also has, through The Centrum Foundation, a
series of 20 week-long workshops for the_ state’s creatively talented
students. The workshops include music composition, modern dance,
theatre, visual arts, poetry. All workshops are led by professnonals in the
arts including natlonally famous persons in poetry and in the dance. The
program budget is about $125,000 annually and is funded by the Gifted
Division of the’ Office of the State Superintendent of, Public Instruction, the
National Endowment’s Alternative Education Program, ‘the State Arts
Commission and local school districts. <

About four years ago, in the State of Washington, a special pro]ect en-
titled Arts for the Handicapped and Very Special Arts Fairs was organized
and fuided by federal, state and special education monies, about $100,000
_ per year. It serves mentaly~ and physically handicapped youngsters from
throughout the state and is now being replicated nationally, ; .

Currently underway, the state has a Comprehensive Arts in Education
project with up to 27 elementary schools which have been selected to
become model sites for the infusion of the arts in basic education. As I
understand it, the state will provide modest seed money and technical
assnstance Funding will depend on a strong focal effort. 5
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<1 think it is important to point out that the State of Washington -
Legfslaturﬁ recently passed a description of basic education for purposes of
state school funding. The description incliides music and art, K through 12,
as basic learning ‘areas.. .

*All of this concern and commitment for the arts in education is takihg
place in one of our states ... the State of Washington. It is happening in
others — and it ought to be happening in all. ) »

*, Many of the states haye or are currently considering a specific line item
in their budgets for arts in education. This is\a terribly important concept *
and movement, a great aJteThative from havingito rely on the traditional’
process, of the availability of discretionary funds — funds which ultimately
are never uite so available or discretionary. ’ 4\@

It is fair to say ‘that in most instance&@e/s‘h ve been very
cooperative and anxious to participate in the arts program opportunities
provided by the federal government, regardless of how modast thgse funds
might be. . : ’ 0 N

For exampple, the Arts Education Program of the Unite®States Office of
Education, in section 409 of the Education Amendments of 1974, author- -,
1zed a mmimum of $750,000 each fiscal year “‘to encourage and assist state
and local education agencies to establish and conduct programs in which
the arts are an integral part of elementary and secondary school prégrams.”

All would agree, $750,000 is not a great amount of money spreader
S0 states, and vet it has been, I believe, effectively used. In Jurie 1976, 89
grants werg made for 43 state level projects and 44 local level projectsin 31
states. Last month (June 1977] 77 grants were made for 30 statewide pro-
jetts and 47 local projects. . < ..

So far most state and local projects concentrate on training those who
bring the arts to children '~ classroom teachers, artist-teachers, profes-
stonal artists, arts specialists, and administrators. Most use artists in some
capacity —to demonstrate a particular art form, to help plan, to_advise.

Many state education agencies are involved in sta‘tewit arts education
planning or offer assistance. Grants have provided for wofkshops,.newslet-
ters, mini-grant programs, or just a few yearly meetings4g bring together
arts and education represéhtatives at the state level. Som®d state agencies
had well established visual ‘art @nd music programs,, but needed to in-
troduce dance and drama,-to teach them as part o nguage” arts or,
reading. Some concentrated on developing arts curricula. to.,

LYY

Many of these projects had substantial backing from state educiion. |

departments or school districts. Some had funds from state or local arts
councils, from the Artists-in-Schools,Program, and from private spurces, %.
Another very significant and dynamically expanding,opportunity for
arts educ;xtion at the state level is represented by the state arts aggncies or
commissions. e A
The growth, strength and commitment of our state arts agencies, over
the past ten years, is in itsell a phenomenon. While they stumbled and
fumbled in the early stages and did not always have effective leadership |
and adequate budgets, they have indeed come of age. These coun'cils today,
for the most part, represent serious people committed to the arts, intelligent
"people who consistently look for a good working partnership with state and
s .
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local educational systems toward greater extension of the arts. They have
revved up support from their state legislatures and thus have succeeded in
securing more_appropriate budgets to accommodate the cultural needs
within their statés. Nationally, their budgets total over $50 million, and
that $50 million is up from $5 million ten years ago. Along with this in-
crease has come matching funds from the communitjes.-In many instances
they are over-matched. ) .

Today, for the first tinmie — fiscal year 1978 — states have appropriated
more. money to state arts agericies than the federal Rovernment has in the
past. Historically, it has been the other way around.

One really important aspect of this growth.and developntent focuses
upon the fact that yirtually every state afs);gency. is-currently working

closely with some local public school systems and providing commmunity -

support for expanding arts and community progranis in the publit schools.
Their fléxibility, staff and general commitment to the arts in education
represent valuable allies in demonstrating public support for expanding
arts in education programming. i - .

This coalition of citizen support from outside, along with faculty and
‘administrators’ support from inside, is a very strong, coalition and, not in-
frequently, a coalition which can be made to workjfor the state department
of education in cooperation with the state arts agencies.

In many states, the state arts agency is allocating better than one-third
of its arts programming funds to arts-in-edycation projects and prdgrams,,
School administrators at the state and local level have shown a great deal o?
professionalism in handling this new support and as a result the program is
highly respected within the educational community ... a situation which in
the past might have been-higth_po'liticized. -

« Another strong force working in support of arts in education is focused

upon the growing number and the effectiveness of community arts councils.
Five years' ago, community arts’councils numbered 300. Today, it is
‘estimated that there-are more than 1,500. - ‘

- In the communities themselves, through the schools and the local arts
councils, there has been generated new sensitivity and motivation which is
enriching the arts in & variety of ways within thesé communities — in"and
out of schools — with the old andl the young — among the infirm and the

- underprivileged. The councils have created a new wave of interést in the

arts and the joy whi ey-bring to the-total community. Many of these
" community arts. colntils ave substantial funds and-human resources

available which can frequently be of great service to the public school
system, through direct community tontacts outside the educational
establishment. They can reach parents and other members of thé communi-
ty inS®curing support at the voter level for expanding arts and humanities
‘%]s within the state department of education and/or the local system.
. Wibin these same communities corporate giving to the arts has alsq ex-
panded tremendously, and in many instarcds this supyport goes directly to
community arts' education programs. 4
iS'represents a significant amount of-monéy; over the past 10 years
«corpdrafe support of the Arts has moved from $22 million a year to $221
million, in 1976. ) B
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These\then, are some’o’f the areas and forces awhere change is taking
place — changes which augur well for improyed arts in education. I believe
they are strong forces and that they represent opportunities which we have .
not had in the past. As some of these changes continue, their objectives and
commitment refined, they cannot help representing a strong force for the
changes all of us would like to see take place.
I'am sure we would all agree there is a tremendous number of dlvergent
\ Parts and components which must be carefully assembled into this mosaic..

It is not an easy task and yet the promise it inspires, like the artist in his
ﬁpamtmg, should mose-each of us to go-the full mile and try to make it
happen. : : .Y
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| CHAPTER V
THE EDUCATIONAL I§1FFECTS OF NUTRITION

o )
g { Joan Gussow

Chairperson, Program in Nutrition
Teachers College, Columbia University

¥

When I first saw tltleﬂsmgned to this session, 'I\'\he Educational Ef-
fects of Nutrition, 1 %ﬁfned I was being asked here to diseuss a topic which
has had a great deal of press in the last decade — namely. does a child's
nutritional status — affect that child’s performance in school? And if so,
how? I tinderstand that you need to know the answers to these questions,
simply because so much has been said and written about* poor children

s brain-damaged by poor diets.

But I have in reeent vears become more concerned about a problem

" which underlies guestions relatmg to nutritional status and behavior — and

which clearly has much broader implications for this and other socities:
namely, who is teaching our children what to eat and is that education ap-

" propriate? Singe the overall topic-of this series of presentations is Beyond

the School — What Else Educates? | feel justified in asking that question
about food. What 'is society teaching children about food? What, if
anything,‘are your schools teaching them? And is there anything any of us
can do about it?

So L am going to begin today by discussing the educational effects of
nutrition and end by discussing the nutritional effects of education. I think -
you will"find the first part a little boring but optimistic; I trust you will find
the secong part amusingly depressing.

Let me start with some basic definitions. Nutritionists do not -?Xr
should not — use malnutrition and hunger interchangeably. Malnutritidn is
a state which can be clinically or chemically defined — by a symptom com-
Elex like ‘anemia, for example, or by a low level of a nutrient in one of the

ody fluids. Hunger, on the other hand, is a state of physiological and~,
psychological discomfort associated with needing — or wanting — to eat. A
very hungry person may or may not be malnourished — sheMnay merely
have missed dinner the mght before — while a severely malnourished per-
son is often too sick to° be hungry. My W focus here will be on
malnutrition.

What is known about the effects on humans, especially young humans,
of obtaining inadequate or inappropriate food? The question must he asked
even before birth. That is, does the mother’s nutritional status during
pregnancy affect the mental competence of the child she bears? We know

‘that poor women are likely to be less well-nourished.during pregnancy than
. women who are not poor, and that their chlldren re likely to be less
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« . healthy and to score more poorly on intelligence and achievement tests..But
are these facts related? Does nutritional stress in mothers-to-be negatively
affect the mental development of their offspring? © -
There are two scientific yways to test such a relationship, directly or in-
directly. You can test it directly by altering the mother’s nutritional status
— either by starving or by supplementing her — and then look tq see if there
is a paralle] alteration in the mental development of her infant. It is obvious
that there is gy one direction in which we can make use_of ‘this method
experimentally. We cannot in good conseience deliberately starve pregnant, -
females. But we can supplement their diets and see what happens later to
their children. Such a study was done about 20 years ago.! Women were
given various dietary supplementgin pregnancy and several years later the
IQ’s of their children were teste(ﬁmd compared with those of a group of
children whose mothers had not been given suppleriénts. The.results were
marginally positive; the scores of children from Sne supplemented group
appeared to be modestly affected, the scores of children from.the oth . sup-
plemented group did not. In fact, the study was uninterpretable hecause of
all the unaccoynted for things that happened between the time the Mother
was handed het supply’of vitamin pills and the time the psychologists tested
her child’s 1Q. < . )
Much more recently, a direct experiment of the opposi%‘sort — the
kind I said couldn’t be done — was reported. It involved starving pregna
women: so"jt was .euphemistically called “an experiment of naturé™ — 3
really the by-pruduct of man’s inhumanity t6 man, and woman. The in-
"vestigators looked at the adult intellectual status of a group of individuals
whose mothers had been séverely undetnourished during pregnancy —
) specifically durigg the “Kunger winter” in Holtand toward the end of
- World War H, when the Germans abruptly cut eff food: supplies to sevéral
- Dutch cities.? Because the resultingfamine was brief (the Allies came to the
rescue by Spring) andbecause it had a clearly defined beginning and end,
and, finally, because Holland's copfinuous records perggitted follow-up of |
. pessons born in this famine period, the researchers wereWble to exagmine the |
adult intelligence of persons born to mothers malnourished during various ‘
. trimesters of their. pregnancies. No differences jn adylt intelligence 1
associated with maternal malnutrition were found. I should hasten to point
out that this cannot be interpreted to mean that prenatal nutrition is unim- \
portant. The population involved here was quite well nourished beforetthe .
famine began, and all the infants were rehabilitated before the end of their
first year of life — sinde the fggiine had by then ended. Unfortunately: these
are not the conditions under which poor mothers characteristically ‘bear * - -
and rear their infants in peacetime. LT
This sort of direct test is clearly very awkward to carry out. Fortu- -
» nately, there is an indirect way to 'examine ythe maternal-diet-infant-
development relationship — using a kind of “House That Jack Built”
model. That is, if you can show that poor diet in pregnangy is associated
with excess abnormalities of pregnancy and birth: and if you can also show
that such abnormal pregnancies and births psoduce excessive numbers of
children wbo are physically awd/or mentally handicapped, it is then possi- :
ble to argue confidently that mothers' poor diets are a hazard to the !

developm‘nt of their-#ffants.
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Wi reviewing the supporting evidence, let me say simply that both
these s{atemehts tufn out to be true: complicated pregnancies and births do
increase the risk of handicap in cigitdren who are their products, and mater-

y nal malnutrition does produce an excess of pregnancy and birth complica-
tions. The evidence is clearest where low-birthweight is concerned.’ Both
the mother’s height, as it reflects the adequacy of her own childhood nutri-

. tion, and the mother’s weight before she even conceives the baby appear to ,
affect birthweight. So does lier weight gain during pregnancy, a fact which
has led to a number of productive‘studies.*

For as these relationships between weight-gain, premature births, and
mental handicap began to be clarified in the late 1960s, a number of in-
vestigators initiated intervention studies, studies,in which supplem‘gntal
calories and other nutrients were supplied to high-risk pregnant women to
see whether their incidence of low-birthweight babies gould thereby be
reduged. Results from these studies indicated that birthweight could indeed

e significantly increased — and the risk to the infant thereby decreased —

if mothers were provided with extra food while they were carrying the
fetus.® Thus the available evidence clearly supports the notion that if we
care about giving children a fair start intellectually, we need to worry
.about the nutrition of expectant-mothers. Indeed, the evidence has been suf-
ficiently compelling as to have helped generate in 1972 a program which
now provides, supplemental foods to almost 900,000 poor pregnant and -
nursing women and their young children. Though no definitive evaluation
of the effectiveness of the WIC Program (Women, Infants and Children) is
yet available, preliminary data clearly suggest that WIC is raising birth- Le
weights among the children of participants — and thus accomplishing its
goal of lessening those children’s risk of handicap.®
What about the infants and children themselves? What does the scien-

tific literatute tell us about the importance to their mental development of
providing them with optimal diets? Surprisingly little, partly because we f
don’t know how to defime=am~optimal diet. Since the topic of the’limits-of .
nutrition science will be important later on, let me elaborate a little here
about what we do and don’t know. We know"that undernutrition or
malnutrition, depending upon its severity, the age of its victim, the victim’s

istory, and the nutrients involved, cai. produce a range of sy mptoms In
severe deprivation there may be clear-cut diseases or symptom complexes *
such as iron-deficiency anemia (found predominantly among children and
premenopausal women) or xerophthalmia~and kwashiorkar (diseases of

" vitarhin A and pfotein deficiency respectively which are seldom found at

all in the U.S.). Less severe deficiency can produce a reduced growth rate in
children — apparently without necessarily producing any other clear-cut

. clinical symptoms. And finally, where deficiency is minimal, there may

occur a variety of conditions which might be called, for lack of a better
term, ‘‘suboptimal health.” : '
How do these various deficiency states affect persons who suffer from
them? At the suboptimal health end of the scale, we hardly know how 14
{’ = define malnutrition, much less specify its effects on physical or mental func-
tioning. We haven’t established “‘nogmal’’ serum levels for many nutrients
so that we cannotsay whether a particular person deviates from rf{drmal —
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or whether it would be significant,if he or she did. This is what makes nutri-
tion such a fertile field for creative minds. Most of us, for a number of-
reasong, fail to feel perfect so much of the time; and so little is known about

- what **hidden hungers’* (as the ads call them) might feel like, that someone
is always ready to make a buck telling us that Vitamin E or Vitamin C, or
Fiber, or Selenium — or CocalCola — will make us feel terrific.

What about the next level of malnufrition — the chronic sub-nutrition
that produces a reduced rate of growth in children® How ominous a sign is
that as far as mental development is concerned? The hy pothesis that there is
some link between physical growth and mental development has a long and

{pating histary,’ but the nature of that link is not clear. Growth rate in
children has long been used as an indicator of nutritional adequacy — the
best féd children grow the fastest® — so attempts have been made to relate -
size, as a reflection of growth rate, to various measures of intelligdce
and/or behavior — in order to demonstrate the effects of chronic malnu-
trition on intelligence. In countries where both severe malnutrition and
severe growth retardation are commonplace, there is some evidence that
the height-intelligence relationship holds,® but not in this country. Among
groups €F poor children here, the shortest cHildren do not appear to have
the lowest IQ’s nor the tallest ones the highest:®,

Here as elsewhere, however, growth retardation, like poor school
achievement, is often found among children from low income families,
children who are exposed*to'a variety of stresses other than, or in addition
to, nutritional ones. This is the very reason it is so difficult to sort the
mental effects of infant and child malnutrition from the other accom-
paniments of poverty. Children likely to be ill-fed ate likely also to be ex-
posed to more complications of pregnancy -and birth, more illnesses which
exacerbite and are exacerbated by goovnutritional status, poorer housing,
poorer sanitation, less well-educated parents, poorer learningiopportunities

3 and so on. In short, the risks for a poor child are multiple, interdctive and
probably cumulative, so that separating out the effects of a moderately in-
adequate diet from the other hazards of poverty becomes virtuallyt
impossible. ,

" e When one gets to the severest end of the possible range of nutritional
stresses, the effects of childhood nutrition per se become clearer. Certainly
the interaction hetwgen nutrition and disease becomes more obvious.
Among severely malnourished children vilnerability to disease is high and

S it isoften an infection — measles or a bout of diarrhea — which precipitates
a child from a state of chronic malnutrition into the life-threatening condi-
tion known as kwashiorkor. It is children malnourished, or formerly

. malnourished, to this degree who have been the subject of most of the major.
studies of the effects oﬁéutritional stress on mental development.

. These studies, done on severely malnourished children are — on the
whole — simply not relevant to the U.S. Malnutrition of that degree of
severity is, fortunatély, rarely found here. But it is ifiportant, nevertheless,
to look at what these studies reveal. Despite the initial shouts of alarm .
about the pgrmanency of the mental retardation-assaciated with childhood
malnutrition, the data are not at all. clear cut, The evidence suggests that
unless malnutrition is very early, prolonged. and severe, it does not appedr
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" to result in permanent mental deficit." Even children who have been
hospitalized for life-threatening malnutrition appear capable of virtually
full recovery if they' are provided.with both an adequate diet and intellec-
tual stimulation — a sort of highly structured Head Start with food. There

. is a deception, here, however.'* In real life such children are not usually
miraculously rehabilitated. And as I pointed out some years ago, it is irrele;
vant to aggue about the permangncy of the effects of deprivation if the

v deprivation itself is permanent.
But if the handicap imposed by even sévere malnutrition can be
remediated. why was there such wholehearted acceptance of the original 4
tion that much lgs severe malnutrition led inexorably to irremediable in-

«ellectual deficit? Why did otherwise skeptical scientists “‘buy " the ideaso
reatdily, even before the hy pothesis was really tested? At least partly, to.be
sure. because they needed to create a sense of urgertcy among hardheaded.
politicians about ‘the ultimate cost of failing to feed the developing world's
starving children. In this country, their too rapid acquiesc®nce came very
close to backfiring. For when the first reports of Hunger in America filtered

~ up to the seats of power more than a decade ago. we were warned in tones

.of -alarm that those of our children who were ill-fed in early chlldh()od
might suffer 4 permanent reduction in the numbers of their brain cells or in
the critical mLerconnectlons between them — thus permanently handi-
capping them as learners.”” An argument meant to’ provide a stimulus for
food programs began to look like one more excuse for not educating
children. If we did not remedy these children’s hunger in time, it was
argued, they might come to school permanently and irremediably retarded.

\ That is not so. We cannot so easily discard these children. America at its
worst was never Biafra at its worst. " s

And when at 1dst that fact became evident, concern shifted from severe
malnutrition to worry _about the effects of chronic undggnutrition and
hun,g('r '* And we began to argue. qpite logically, that cifiile who came’
to school without breakfast {and too often vuthout an ad

debilitated by their nutritional deficiencies and. at the least, distrog
their hunger But asserting something and proving it scientifically a
different things. Unless a child is severely malnourished — as I have poin
out earlier — it 1s difficult if not impossible to assess that ckjld’s nutritional
status in a scientifically valid way. Most people who have seen — or tried to
teach — hungn (hlldren remain convinced .that learning is at least
daunted by hunger. Thoseé who have tried to prote that it is, have found
both hunger and its educational effects miserably difficult to pin down.
In 1970, discussing the question of whether. schools ought to provide
for children who were otherwise unprovided for, I wrote the following:
“There is, of course, one last argument which can be advanced against the
notion that the schools should provide for children’s physical needs — that
is that we can’t prove it will help them learn'. .”. The hard scientific
evidence to support the notion that children’s present biological condition
correlates with their learning is best described as fragile. There are a few
studies . . . for what it is worth they have all tended to show that children

Y who were better nourished did better. But the fact remains that there are. . .
-«
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no controlled studies which show whether the child who.§s very hungry is
unabl€ to ‘work as well in school as one who is not hlingry — or even
whether he is just unwilling to."1s . . - .
Since that time there have been a number of impressionistic reports
from teachers or other personnel in schools which have initiated breakfast
programs to the effect that the children are easier to teach, more attentive,
less quarrelsome. They are also said to have better attendance reo#rds.'® I
suspect that at least some of these reports are true — even if the children’s
changed behavior reflects only the teachers’ optimism or the children’s -
pleasure that someoné cares enough for them to fill theireempty stomachs.
For what must never be ignored is the fact that just-as huriger is not always
—  a biologically definable state, but a psychologically defined one, so the act
of eating has,overtones that go far beyond its biological function of pro-
viding energy and nutrients to the organism — a fact which inevitably con-
founds research results in the field of diet and behavior. Feelings and food
. consumption are tied together, inevitably, by our long period. of infancy
- and’dependence., .
But wHether the teacher impressions are true or not, teacher impres-
sions are not accepted as scientific evidence. So within the past few years, a
number of careful studies designed to provide evidence regarding the effect
of school meals on mental functioning have been carried dut. One showed
no significant differences in attentiveness and test perfermance among
children who did or did not have “breakfast” (150-200 calories of
N
“something”) or among another group which did or did_not have a mid-
morning snack.'” Another study found a very smiall decrement in perfor-
mance on certain tasks among anemic children, and small ignprovement on
‘ certain mieasures of pgychological functioning among children. receivin
meals at a Head Stasf center — though the data suggested that a vitamin .
pill would do ag#ll as a meal.'® A study reported last year. compared at-
» tendance, reading and math. scores, and Jperformancé on various
psychological tests for 3rd to 6th graders at two schools, one serving a
regular hot breakfast, the other serving’none. There were no differences.'®
The [atest review of the literature I have seen had about it a kind of frantic
determination to remain optimistic and connections will be found between
school feeding programs and learning — despite consistently negative
’ results.?° ‘ ,
' Now let me make it clear that my comments to this point should not be
read as a rejection of the idea that what children eat affects what they do
and what they can — and will — learn. I am firmly convinced, as a recent
réport put it, “that what does or does not go into the mouths of human
beings is of central importance as to how they work, learn and behave.”? |
am convinced diet matters — just as we were all convinced that mothers’
diets mattered to the development of their infants, long before anyone was
able to put together a study that would prove it scientifically. Animal y
studies on malnutrition and learning are extrapolated to Kumans 3t #e-ex-
trapolator’s peril, but it is probably pertinent that in all species tested,
malnutrition tends to produce increased emotionality and reduced ex-
x ploratory behavior — so that focused attention to and interaction with the
. surrounding environmient — a prerequisite to learning y is reduced.?
o M *
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. I have assumed from the listed topics that Jeanne Chall will this after-
noon be dealing with some of the more recent research on the ways in
which single biochemicals — many of them nutrients — can affect
neurochemistry and hence, presumably, behavior. We have known for
generations that nutrition affects nervous system function — the insane
asy lums of the South were long fill&J with the victims of pellagra, a vitamin
deficiency afflicting corn eaters which was considered a hopeless illness un-
til Joseph Goldberger cured jt with brewer’s yeast. But just how and in what
ways we behave aswe eat remains a subject of controversy. We are at odds*
over megavitamin therapies and over the question of - whether
hy pogly cemia (low blood sugar) 1s a medical rarify or a disease afflicting
millions of ordinary citizens. And surely everygne associated ‘with the
schools is accutely aware of the Feingoid controversy — the argument over
whéther all or any part of the problems of hyperactivity in children can be
attributed to allergies causéd by a certain class of substances commonly
found in food additives. ‘

We ‘are really just beginning to explore the relationships between
nutrients and behavior — indeed between biochemicals of all sorts and
behavior. My point is just that — we are just beginning; so the evidence

useful to educators regarding which children are affected, in which ways, .

by “what kinds of nutritional insults and with what effects on their

characteristics as learners — such evidence is fiot yet o be had
.Meanwhile, we seem to have concluded some time ago that it may be

foolish for us to ask whether hunger has adverse educational consequences

— since in this generally over-fed country we can so readily remedy the °

hunger. Even if we cannot prove that hunger interferes with learning, we
collectively have not found it acceptable that some children should remain
hungry. Without solid evidence that such meals will be important to their
learning. we have as a nation concluded that children ought to be provided
- with lunch — and breakfast too if they nee9\it — and that they ought to

have it free if they can't pay for it. . W
Which leads me — with some grace I hope — from my assigned topic
The Educational Effects of Nutrition to my self-assigned topic, The Nutri-
tional Effects of Education. | am’led here by a conclusion — which T 'will
explore more fully in a few minutes — that whether or not school breakfasts
and lunches have physiological .effects which alter children’s ability {o
learn, school feeding programs — as routinely carried out — clearly have

+ significant educational effects. most of them negative.

But let me begin somewhere else. I suppose you too have seen the signs

indicating that, ready or not, you are on the verge of having nutrition
education mandated in your schools~ There is at this moment in a
Senate/House Conference Committee an ameridment to the National Child
Nutrition Act, passed overwhelmingly by the Senate, which-includes a pro-
vision to supply fo each gtate at least 50c for every child enrolled in, school
to be used in initi_atin%utrition etducation efforts.?® I am told that the bill
will probably be out‘of committee in late August — with the Nutrition

Education provision intact. But whether or not this particular amendment .

survives this particular Conference Committee, it is becoming obvious that
later if not sooner, there will be mandatory nutrition education in the
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schools. The reason for this is simple. We are running'out of resom\
" support a so-called health care system which is really a sickness-care system
—which devotes a disproportionate share of its assets to applying “ter-
minal life extension technologies”** to people who have,never been taught
how to stay healthy. It has become clear, moreover, that the diseases which
are trying ta kill us — at younger and younger ages — are degenerative, and
that at least a portion of this degeneration relates to the dietary pattern we
: have adopted over the last quarter century. - - '

And so, as frequently happens when society discovers a problem — the
schools are going to be asked to fix-us up., You are going to be asked to
educate children “‘so that they will be able to” make wise nutritional
choices,” or, to use the language of the bill “so that individuals‘receiving .
such ‘information will understand the principles of nutrition and seek to
maximize their well-being through food consumption practices.” I am
tempted to say “‘good luck™ and sit down. But as someone who has tried
very hard to understand the failure of nutrition education over the last 30
years, I feél obligated to share with you some of what'I have learned.

There is a widespread assumption loose in the 1and that if schools are
not teaching something, it is not really getting learned. When pressed, most
people will acknowledge that this is really not the case, that — sure — their
children are learning the alphabet and the numbers from Sesame Street,
and, the pop tunes from the radio, but the schools are still supposed to be
teaching the “important* things. And as you well know, the schools are still
blamed when children and society do not turn out right — though school
persons are not credited when for some reason things don’t go wrong. Even

. the overall topic of this meeting, Beyond the Schools — What Else
Educates? is testimony. to the power of the image that the schdol remains
the major educatof. Yet as we all know, that s simply not the case. Televi-
sion (as we were reminded agajn yesterday) is a major educator — teaching
a g#od deal more than numbers and letters, alas — having at children for
more total hours than all their teachers put together. We have not even .

~ begun to ask what that message stream is teaching or whether the children
brought up in thrall to that flickering picture are really different creatures
than we, with different modes of perception. . * .

The average child watches about 20,000 commercials annually, of
which a very significant proportion (up to 90% on some children’s pro-
gramming) are for edible products — sweet cereals, cakes and cookies,
sugary beverage#andy, chewing gum, fast foods.?® These are some of the
foods that some ot-the cleverest minds in America are selling to chiggren,
over and over and over, long before those children ever reach a formal ‘
classroom. Parents feel frustrated about their inability to control their
children’s diets?® — evéh though they are not particularly good — as our
health statistics indicate — at.controlling their own diets. But you will be
expected to be more successful, to help wean children away from what their .

. television sets have been teaching them toward *hutrition knowledge” and

' ultimately toward “healthier diets.” ~
.1 even have a pretty good idea of what those healthier diets will look
< like. You will probably be asked to help shift the next generations away "

from the heavy meat, heavy fat, heavy sugarsheavy salt diet of their
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parents’ generations toward a diet containing more fruits, vegetables and
whole grains, less salt, fat and simple carbohydrates, more chicken and
fish, less red meat, fewer pastries and desserts, less fried salty snacks. A
report from the Senate Select Committee on Nutrition and Human Needs
recommending such changes has already been issued.?” This report, Dietary
Goals for the United States, has been the cause of near fisticuffs among
nutritionists since its issuance in February.?® They are arguing about some
of the Committee’s numerical recommendations (a 40% reduction in sugar
intake, for example, or a 25% reduction in fat intake). Ruf the food advice,
the recommended changes in food selection which I have listed above is
fairly:well.agreed upon as a rational and appropriate basis for nutrition

) /education. These recommendations — or sométhing very like them — will
doubtless be built into a number of government programs — including the
nutrition education program in the schools.

What chance of success do you have irf this task that is about to be
assigned to your domain? A great deal, I think, if you go into it with your
eyes open. But if you — we — are to be successful, I think you will need to

*understand — as [ have come to understand — the implications of that suc-
cess. When I first came into the field of nutrition education, quite late, in

*life, I knew I was coming into a profession which was infused with a sense
of failure. If one Iooke;"agt\g:e “typical American diet” it was clear that the
nutritionists were not winning. The traditional explanation for this was
that people were either ignorant or in the misguided hands of Adele Davis
and other “food faddists.” To an unblinkered observer, hoyever, it quickly
became evidgnt that the public was neither abysmally ignorant nor “fad-

" dist’ but rather badly confused and misled by forces much more pervasive
and powerful than the late Ms. Davis. 8

Why did people need nutrition education so badly? Humans had, afte

all, selected life-sustaining diets for countless generations even before nutri-
-tion science was dreamed of. Quite simply, the choites had gotten harder.
Between 1928 and 1968, the typical large supermarke went from offering
800 items to offering 8000 items.*® It may now céntain 12,000 items,
selected by the manager for fast turnover from more than 40,000 items in
the food supply. The average supermarket has become, in the words of one
observer, a minefield through which the housewife must wend her way
without a map.*® Since a very large proportion of the products on the
- shelves are overprocessed, overpriced, and — increasingly — overfortified
with vitamins -and minerals to make them appear “nutritious,” the shop-,
per’s-chancegof going wrong — unless she has a college degree in nutrition
science — are overwhelming. . p

Even ds it became clear to me that a large part of our nutrition pro
lem related to the number of questionable products orr the market, it
became equally obvious that the underlying cause was economic. If people”
ate the way nutritionists apparently wanted them to eat — the way the
Dietary Goals statement suggests they should eat — a number of food com-
panies would suffer serious economic losses, perhaps even go out of
business. They have become dependent upon the public’s consumption of
novelty food products which are, taker as a group, more expensive and less
nuitritious than the foods nutritionists typically urge people to eat.*! (Since 1
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do not at the moment have time to elabcate on why this is so, I will simply

point out that the profit margin is clearlyMigher, and more predictable, on -

a Pringle which is shelf-stable for a year and costs the consumer more than

$2. und than it is on a plain old raw potato which costs.a lot less and
can rot.) T .
But how s this food industry dependence on overpriced novelty come

about? Food has a unique property which has made it especially vulperable

r to the American eegnomic system. Unlike other products, food is difficult to

consume beyond cegt¥in very narrow limits. While you can have three
+ houses, four cars, twenty suits and 30 pairs of shoes (if you can afford them)

you can only eat so much food, even if you are willing to tolerate obesity as
the price of overconsumption — as many Americans appear to be. As the
rate of population growth fell off in this country, the food industry would,
in a rational world, have stopped growing much at all. But economic
viability in the U.S. has been associated with CROWINC;)Z fast as possi-
ble. And in order to grow, the food industry had to inyéht products for
which we could be coaxed to pay.more on the grounds that they were non-
caloric (the Dorian Grey approach -to gluttony), convenient, fun, or,
ultimately, just new — like Pringles. ’

And, of_cour§e, the food companies won out over the nutritionists
because they had something terrific to sell — not food, but hedonismy,
Moreover, they had the nutritionists seriously oytgunned. The food industry
is the largest industry in the J/.S.; the nutrition profession is among the
smallest of professions. We hgd pamphlets; they had television., To put it in
instant perspective, I will simply point out that the estimated annual
government expenditure for nutrition education — and this includes all
those wonderful pamphlets about cooking rutabagas — is something less
than the Coca Cola Company spends in a year of promoting the use of one
product.’? -, . .

Now inevitably this analysis of the problem throws nutritjon educators

“into direct eonflict with the food industry. For any company’s ultimate

goal must be to sell products. On the other"hand, the nutrition kducator’s
ultimate goal must be to promote good nutritional habits — to teach people
how to get the best diet at the lowest possible cost, within the constraints of
their respective iifestylas. These goals — that of the food manufacturer and
that of the educator — are often incompatible, since much of what the
educator ought probably to be teaching is, as I have said nongonsumption
of the very food products from which the producer makes the greatest
profit. -

"Now I have engaged in this apparent digression about the food industry
in order to alert you to two things. One is that you will be up against a very
powerful and economically-motivated competitor if you seriously set out to
teach children the nutritional wisdom of consuming simple, healthful diets.
The second is that in this conflict; between economics and nutritional
sanity, you have not been innocent observers. Five years ago, as the result of
an amendment offered to the Child Nutrition Act by Representative Albert
Quie, Congress took away from the Secretary of Agriculture the power to
control the sale of competitive foods where federally funded school lunch
programs were operating. By thus giving back “local control,” Congress

?




opened up vulnerable local administrators to the fill impact of industry.
lobbying groups anxious to introduce their snack progucts into the ,‘
, lucrative school market. They have been remarkably successful. Feods of
highly questionable or no nutritignal value can be found for sale in cor-
ridors and lunchrooms of schools across the country. Sa appalling has this
invasion become that.as you no doubt know, concerned citizens in a
number of areas have banded together to force the local school boards to  »
“ban “‘junk foods™ from their schools. Often the major open opposition has -
come ot from the candy bar and soda’manufacturers, but from school ad-,
ministrators who argue that these are th only foods children will buy —
artd anyway the money is needed for baﬁd uniforms.’ . :
Meanwhile, the nutrition lessons are not lost on the students: money is
more important ¢han wise food choices, schools approve of your eating
whatever tastes good to you — even if your teeth #ot; you should be free to
x, make your own food choices (just as if you were indéed free after hundreds
of thousands of commercials). In a country whose constitution guarantees
Iife, liberty and the pursuit of happiness — in that order — we as’educators
are tacitly assuring our children that we agree with their decision to put the
pursujt of happiness first — even if they do not vet really understand the
implications of that choice for life.
What I am saying. of course, is that schools — like television sets, and =
! sociéties —.teach things all the time, ¢ven when thqy do not mean to. In an ’
article entitled The School As Surrogate Conscience, Henry Steele.
Commager once wrote the following: “Educators have, of course, long been
aware of the dichotomy ™®ween what is taught in the schools and what is
held up for approval and ¢mulation by most%)ther institutions of society . .
To judge by résults — the results of the past 40 years or so — this whole .
enterpnise of relving onj)schools to reform society by direct teaching has
been an unmitigated f . The schools cannot reconstruct society, and
society has little interdst«in reconstructing itsél{_along the lines that schools
might find gratifving. The schools cannot refo ucation, for ndst of -
education goes on outside the school room.”® Outside the school room, I
would suggest,but not always outside the school. And that brings.me to
school lunch. ) ™
As 1 suggested much earlier,, there continues to be a lot of interest in
inv estigating the educational effects — the effects on children as learners =~
-of school lunch. I vote instead that we simply accept school lunch as an .
edycationally relevant experience and ask what it is teaching. I must con-
fess that for a long time school lunch bored me. I have come to suspect that..
the school feeding programs affect most educators the same way — either
boring them or enraging them as a somewhat untidy and educationally jr-
relevant activity which the U.S. government forces them to engage in. But
school food servict doesn’t bore me anymore. For I have come to the con-
clusion that nothing we ¢an teach about nutrition in the classroom is going
to'have any effect at all if it is flatly contradicted by the experience of the
lunch room. -
Let me tell you a story. Some time ago I did a study which involved
finding out gbout the food habits of the teenagers in a relatively affluent

community near my home. In the course of the study I discovered that most :
’ ) . .
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of the young people did not'repo‘rt'eati t lunch. Instead a Iargé propor- ‘

tion of them appeared to be making their lunch off juice drinks (sugar,
water, 10% fruit juicerif you're lucky) and bags of corn chips or cookies. In
the course of checking out the validity of these reports, I went to the school
cafeteria. The dining hall itself was not unpleasant, but the entrance to the

lunch line was a narrow doorway at which there tended to be a pilé-up of .

impatient kids. Whin you entered, you could see right in front of you a
stainless steel tray half. filled w1th a kind of greasy liquid on top of which
were floating a few thin brown patties which were — I sincerely-hoped —
hamburgers. Down at the cther end of the line sat the cash regster, sur-
rounded by twinkling cartons of fruit flavored sugar water and bright
sanitary (at least!) packages of snacks. It turned out that the only large
group of children who acduired the school lunch were the pooret children
who could get it free. They picked it up and tried to sell it cheap'to the other
kids so they too could buy the “junk food™” that was obviousty the only sane
thjng to eat in that setting.

[.am sure that this is an unusual example — that all of you have in your
school systems nothing bat warm-hearted friendly help, freshty-cooked
food, and home-like lunch] _—rooms where smiling teachers preside over tables
of calm and happy children eagerly devouring their tasty lunches. But on
the chance that at least one school lunchroom in your states is like.the one I
described, I want to, close by talking about some of the lessons that are
being learned — and, perhaps even more |mportant are not being learned
in lunchrooms across America.

[ operate on the assumption that We are nearing the end of an era of un-
thinking abundance and its accompanying waste. Given that assumption, I
believe there are three important facts that children in "America are not
learning about food: they are not learning that it is precious; they are not

" learning that its quality relates to health; and they are not learning, really,
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that it is the product’of a complex biological system. .

Most Americans have difficulty thinking of food as scarce because, as
Margaret Mead often points out;they are always having to refuse food to
avoid gaining weight. To help them out the food industry has developed
products — no calorie beverages, crackers made with methyl cellulose and
bread diluted with wood pulp — which enable them to cqritinue eating.
Children learn from such products — and from our frantic efforts tg avoid
weight gain. They learn that food is not precious, that there is always more
than enough. that it can even be thrown away. This attitude is helped along -
by television. A recent study found that in 94% of the foet ads directed to
children on weekend television, the prlmar) appeal was that the food was

“fun”’ to eat.** The emphasns on food as **fun” has tended,t@ obscure for our
children the fact that food'is not naturally abundant and thét only a small
affluent portion of the world’s people have enough food to risk Wa%?lg any.’

" This same emphasis on eatihg for fun has allowed all of usto gqnget that*
profoundly true chchie that we really are what we eat, and that pur leve%gf
health and well-being relates very markedly to what we put in qur .
I find passing a contemporary high school at dismissal time a very eprcss»
ing experience. Anyone who tries to argue that we are notydeing som&thlngn,
wrong ought to take a look at our young people — presumably m’the

.
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.of life. We can’t prove these children are malnourished -+ as the manufac- N

turers of sugared products like to remind us — for as I explained earlier, in
the absence.of flagrant malnutrition we have.a hard time defining *‘poor
nutritional status.” Nevertheless, I find these children a° depressing
reminder that we have produced, in the words of poet Wendell Barry, “the
world's first broad-based hedonism,”"?s

What is in the long run perhaps even more frightening, in a world

- growingly short not orily of food but of the resources to produce it, is the

fact that American children (and adults) do not understand the workingsof -
their food support systems — or the importance of protecting them. We
have so completely broken the food chain that leads from sun to soil to
animal and man and back to the soil that children canfiot be blamed if they
believe that food is produced by food “mers" rather than by
farmers in league with the soil and the sun. Fajlifig to understand that the
whole system is sustained by the miracle the suf works with chlorophyll —
converting light energy into chemicals one carl sink one’s teeth into — we
have not taught our children their own depéndence, We of the west have
become what ecologist Raymond Dasman has called biosphere people,?
drawing the resources on which we depend from all over the world. We do
not live within the constraints of our own ecosystems. If we did, their
breakdown would signal us to mend our Wa;‘g As biosphere people we
draw on food and raw materials far outside our immediate life space to sup-
port our ultimately insupportable way of life. Thus we and ourébfildren re-
main unaware, except by report, of the true.environmental impact of our
food and other demands. - o .

And the schools support,us in our self-tleception. School lunch reoms.
more often than not, reinforce the very inapprppriate lessons society is
teaching our children about food. Let me end with one more personal story.
Last year I learned that on the upper west side of Minhattan a number of
schools were serving preplated lunches — and that thdge preplated lunches
had becn sent from California.’’ I thought at the time —N\and I still think —
that the decision to serve such food invoked a disastrous misunderstanding
of the way the world was going and about the_inevitable limits to energy
andraw materials. Envision if you can the waste involved in mining, refin-
ing d§§haping those aluminum trays, heating and then cooling the food,
fred®ing "those thousands of meals and keeping them frozen across 2000
miles, transporting them — by truck or train — at the cost of coal or deisel
fuel, to some central storage point in the metropolitan area from which a
truck. using more fossil fuel, picks them up and transports them to the
schools where they are reheated, served and thrown away half-eaten
‘because the Puerto Rican children in Washington Heights do not really like
the food that the people in California have prepared for them. What a
model of an insane food system! Importing prepro&%essed food to a destitute
city which is short of jobs and surrounded by increasingly hard-pressed
farmers. What inappropriate lessons those lunches teach! :

Many of us are_coming to believe in the necessity for a re-localization
of our foad supply — if only.to cut dowp on the terrible energy waste in-
volved in" a process like bringing frozen lunches from California to
Manhattan. The schools can be a model — using wherever possible locally
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produced and processed food in many cases producmg some of their own
food aseven New York City schools did in wartime. The new urban garden-
ing projects have proved a gddsend for nutrition educators — it is very hard
for people not to love the vegetables they_have grown. In the, lunchrooms
- children can leam lessons their parents never had to know — * about the
" ecqlogical ration: of a diet lower in mieat, about the ability of foods like
beans and rice toscomplemetit each other so as to produce a meal lower in
fat than.meat but just as high in prétein value. - -
Because Congress seg§ the school lunch room as the place where, if
anywhere, real nutritiol education must take place, the new legislation-
specifically requir€sthat some of the funds be used to promote *“nutrition
information activities in local school districts using as a learning
laboratory existing child nutrition programs, including, but not limited to
+ the National School Lunch Program.” I would urge you to view this man-
—- date broadly. I would urge you to look upon this as a Congres&given oppoi-
tunity to teach children many of the important lessons olir society must
master if we are to survive into the 21st century. In a world where food will __
become increasingly precious we owe it to our children to feach them the
truth about it: that it is precious, that it is essential for survwal and that its
production is dependent upon the health of a complex ecosystem which wnll
be theirs to protect. The lunchroom must becomé part of the classroom
place where a respect for food is modeled; where the elements of a ratjo al
health-promoting diet are served; and where the complex mterrelatlonshlps
between energy food and the environmenNare taken accountsf. Make no
mistake, a great deal more than hunger is stake in the lunchroom.

]
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CHAPTER Vi ,

Implications of the Neurosciences for Education

A}

) Jeanne S. Chall . *

N - Harvard University

-

I hasten to say thatI am riot a netiroscientist. Myi medlatecredentlals
for this presentation are co-editorship of the National Jociety f6r the Study
of Education’s (NSSE) Yearbook for 1978, Education\and the Brain. The
co-editor, Alan Mirsky, is a neuropsychologist. But I renfain an educational
psychologist with.major interests in the psychology| and teaching of
_reading, and in the diagnosis and treatment of reading a d related learning
dlsabljitles -

It is in relation to my interests m\readmg that 1 became awaré in the

late 1950’s of the relevance of peurology for understanding reading
disability. More people were lookijfg then toward neurology for art explana-
tion of reading and language disaRility, and away from the prevailing yiew
that reading; and language disab¥ffies were psychodynamically based.
* Thus, in a relatively short period pfitime, the causes for children’s reading
and language disabilities were sought in the brain, and not primarily in
motivation, parent-child relations, emotional problems and other

. psychological factors.

By the early 1960’s, the diagnostic procedures had also changed, with
the neurologist tending to direct such evaluations in place of the
psychologist or the psychiatrist. Treatment shifted as’well, from"remedial
reading and pemaps psychotherapy or$counseling, to training of the so-
called undeslying ‘ psychoneurologich] -processes of visual perceptlon

, auditory perception, and visual-motoA ceordination.

At about the samie time; the concépt of minimal brdn damage (MBD)
and learning disabilities as one form of MBD, began to be recognized. One
category under MBD was hyperactivity, a congition characterized by dnffx-
culty in sustaining attention, and therefore dlfflculty with ability
what the school, rﬂqulre(f Medicatiuu was often prescribed and taken dur-
ing scHool hours. This opened up a host of concerns to the educator as to

. whether the drugs'were in fact beneficial, whether they might in some way

be contnbutm%sto a later drug addiction and whether the schools should
|ty in dispensing them.

. Bytheearly 1970’s. it appeared that educators were already very much
.involved with the neurosciences. And since so much wa# being discovered,
and so mych was controversial, they needed to know more about current
research and theories about the b ain. During the 1970°s much was pub-
lished in popular magazmes that cOuld be helpful byt could alge misiead.
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The profusion of these articles and books, particularly during the past few
years, attests also to the growing interest in the subject as well as to the in-
crease in knowledge. .

Knowledge of the neurosciences is also complicated by the fact that
they composed of many different disciplines, among them neurology,
psychiatry, neuropsychology, cultural anthropotogy, chemistry,biology,
nutrition, educational psychology, and tHe fields of reading, language and
learning disability., : N '

Because of the great variation-in background among the neuro-
scientists, one can expect-some difficulty in communication among them,
and between the brain scientists and the non-specialist. :

In 19741 proposed to my fellow NSSE (National Society for the Stud
of Education) Board members that the time was perhaps right to do one of
their annual scholarly reviews of the neurosciences and their implications
for education. They agreed. I had assistance from the NSSE Board, from
neuroscientists such as the late Hans Lucas Teubér of MIT, Jerome Kagan
of Harvard, Richard Held of MIT, George Miller of Rockefeller University,
and Horace Magoun and Dsyise Marshall'of the National Cor{mittee on the
Neurosciences, and mahy others. All gave freely of their time and ‘counsel,

*  and with their help, and that of Alan Mirsky. a co-editor, a Yearbook Com- -

mittee was appointed, and a group of distinguished authors was chosen.

I will repart here on some of the concepts and research findings of par-
ticular relevance to children and their schooling from the 1978 NSSE Year-
book. Education and the Brain, and from other relevant sources.

/ Hemispheric Specialization ' . e
s I start with the “hottest™ concept from._the neurosciences. — the one
-that is probably the most popular currently in the general press.— that the
Ruman brain is divided into two halves; each having different functiops.
‘While all of this seems very new. it is important to realize that it has been
known a veryJong time, some knowledge going back to classical times.

Medical plople have long known that each half of the brain controlled
the opposite side, But. only during the latter half of the 19th céntury did
-physicians first conjecture that/the higher mental functions might be

organized in an agymmetrical way in the left and right hemispheres.
Careful study of victims of language loss (aphasia) revealed injury to
the left cerebral cortex. Rarely was equivalent loss of lang€age found when
the right cerebral hemisphere was damaged. By 1950, according to
Howard Gardner_{1977), a considerable number of higher reasoning
powers were attributed to the left hemisphere. ‘After 1950 some evidence
began to accumulate.regarding the special.powers of the right hemisphere.

But there is much disagreement with regard to these recent findings.
.In'spite of differences of opinion, there seems to be a left hemisphere ad-
\vpntago for dealing with language. The left hemisphere also .seems to
assume a more dominant role than the right jn classifying objects according
to standard categories of experience — e.g.. sorting out from a set of objects

all the red large cones or all the picces of furniture. (Gardner, 1977)
" There do not seem to be as strong cognitive right hemisphere effects as
the left hemisphere’s dominance for language. Most people agree that the

right hemisphere seems relatively more important in spatial tasks, such gs . °
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finding one’s way around ah unfamiliar room or visualizing in one’s head
.+ the image of a two- or three-dimensional form. It also seems crutial jn fine’
sensory discrimination such as recognition of faces or detection of un-
familiar tactile patterns. (Gardner, 1977) .

Recent research and analvses by Merlin Wittrock (1978) points to the
importance of an individual’s hemispheric preference on how information
is processed as well as on the kind of information that is précessed. The left
hemisphgge processes sequentially, and analytncally, the rlght procgsses
simulta &sly and globally. ,

Several experiments point to the pOSSIbIIIt) of improving, upon rela-
tively weak feft-hemisphere processing by making use of the processing of
the right hemisphere. Thus, to improve reading comprehension and recall,
both left-brain processes, imagery, considered a right-hemisphere process,
is used. (Wittrock, 1978) , s

Another educatidnal implication drawn from hemispheric specializa-
tion is that schools make more use of "'right brain™ activities such as art and
music and construction so that those children weak in the left brain process-
ing of language, reading and writing and varidus forms of analysis, have
another means of learning and excelling. This viéw is rgpresented by
Samples (1977). Education and culture have been biased, he claims, against

1 the cy clical, metaphoric, right-hemisphere thought. The time has come, hé
’ "says, for educators to take the lead in uniting the linear-logical (the function
of the left hemisphere) and the cyclical-metaphoric (the types of thinking
attributed to the right brain). Indeedhe seems to imply that the schools and
the general culture have engaged in a conspiracy to keep down pupils who
aré\got proficient in ¥he language skills requnred and rewarded most by
schooly of today.

“The cultural ecology, with its emphaS|s on structure, logical and
linear c\)nformm, overtly and tacitly prejudlces against the analoglc, in-
tuitjve. holistic functions of the right mind.” He continues: "The point
here is that the capacity for expressing metaphoric knowing persists at all
stages of tognitive maturity, vet. in terms of prev alhng teaching strategy
and curri¢ulum materlals ‘appropriateness of its use is diminished through
the school experience.” (p. 681) His plea for a curriculum more approgr riate
for rlght -brained pupils is very strong, stating that such puplls have been
given "second-class utlzenshlp in the community of thought.”

His argument for a “right-brained” curriculum becomes still stronger:
"The metaphorical mmg faces the pecking order created by rationality.
Schools and dx agencies seem to have been created for each other.’
Counting and afflrmmg conforming and analyzing dominate the educa-

tional and socil)] scene.” (p692)

It would se¢m that in his enthusiasm. Samples proposes that we change
schools and the world into places that will be happier for those strong in
night-brained d(t}l\:ltl(“i It is interesting that in an interview in September,
1977 on the report of the Advisory Panel on the Decline of Scholastic Ap-
titude Test Su)re#, Matina Horner. President of Radcliffe College and a
member of the Panel, noted that frequent watching of . TV instead of
reading may have & negative effect on scholastic achiev ement b) exercising
the night, visual hemisphere. The left hemisphere which is used in language

2
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. and reading would not therefore receive sufficient exercise. Thus, it would

- seem that Matina Horner is concerned with just the opposite — that we may
already be giving too much exercisé to the right brain and too little to the
left.

< Thus far we have mentioned three different educational interpretations
and implications of the facts of hemispheric specialization. One position
says that since modern school tasks and life require and reward the left-
brained, we should ¢hange schools and the world to give more rewards to
those who are right-brained, metaphoric and analogic. (See Samplds)
Another view accepts the preeniinence of left-brained activities for
academic achievement and is concerned with providing sufficient practice
to exercise and strengthen that hemisphere. (See Horner) The third tries to
make use of the right hemisphere for strengthening activities that require

. the left. That is, imagery and visual media are used for better understand-

ing of printed text. (See Wittrock) . Lo

While one can be sympathetic with attempts to promote “democratic
brain utilization™ one cannot help asking’whether modern technologicat-
scientific societies can exist without strong proficiency in Jlanguage,
analysis, and sequencing — left-brain activities. One can be polemic
against a predominant left-brain education, but will graduates of schools
exercising the right brain find employment? .

" Wittrock notés some recent research that foynd a greater proportion of
right-brained children in the lower SES. Does this mean'that their schools
should focus on right-brain activities, as Samples seems to propose? Yet
from the recent demands for “*basics,” it would appear that the schools may
be in for difficulties if they change the curricula to favor the visual, intui-
tive right brains. The parents who want *“basic skills” seem to be asking for
better- reading, writing and arithmetic — that is, for stronger left brains.”
They do not seem to ask for the *“right brain™ activities of Samples.

While it may be quite true tHat some of the world’s geniuses may be
*more right than left-brained — Einstein, for example — most also learned
the left-brained activities, reading and writing, although often with the help
of tutors and special schools. One wonders whether they could have sur-
vived academically and fulfilled their scientific potential if they had not
somehow mastered literacy skills, Would they have done bettér with a
‘mainly right-brained turriculum? ’J o R
Maturation ) T
Another of the recent findings from the neurosciences is that the brain
takes a longer time to mature than was once believed. Thus it has been §
found recently that the newborn can make certain discriminations at birth:
while certain parts of the brain continue to grow through the twenties, and
even through the thirties (Denckla, 1978). n
It would appear, then, that the lowering of school entrance age to the
nurdery-school years and even to infancy in day-care prograshs has some
confirmation. The growing trend toward extending the age of higher educa-
tion to the matureyadult years, and even to the retirement years, is also con-
firrhﬂd@{hn@%gings on the growth of the brain through the adult years,
In a way,%the brain scientists seem to be saying — never give up on anyone.
People can be taught from intancy to middle or old age. If a student has not
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learned to read and write in high school, he can still learn.

Another finding relevant to education is that the rate at which the
brain matures varies for dif&aran-tjndividuals and for different functions.
Indeed most theories of learning disability now seem to favor a matura-
tional lag explanation rather than one based on disease or disorder. As they
view it, 6 year olds with difficulty in reading may be seen as “perfectly
good” 4 year olds. Their major difficulty with reading arise;s because they

*enter school in Grade 1 when they have the prerequisite skill§ characteristic
of 4 year olds. ' : ’

Sex Differences .

The difference in cognition and behavior between girls and boys may
also be viewed as evidence of differential maturation. Girls are the faster
maturers. They are also less commoft among learning disabled children
(four boys to one girl), less frequent among juvenile delinquents (four to
one) and referred less to child guidance clinics (&olff, 1977; Denckla,
1978). ]

The slower brain development of boys (left hemisphere) gives girls an
early advantage in language and in reading. The slower development of
boys, and the discrepancy in terms of school and societal requirements, puts
an added burden on them and they are more vulnerable in many ways.

The educational solution proposed by some researchers is differential
entrance into school by state of maturation and readiness. Further, some
even recommend delaying formal schooling, and especially reading, for all
children till age 7, or bettér, 8. (Wolff, 1977)

It is important to note other recommendations for best age of school en
trance of slow inaturing children by oPhers who have also been concerned
with neurological factors. De Hirsch, Jansky and Langford (1966) and later
Jansky and de Hirsch (1972) recommend early intervention, i.e., early
screening for late matyrers, then further diagnosis, and placement in transi-
tion classes, where the slow-developing functions are exercised in a variety

~of ‘ways. ‘ )

. Thus it would seem that we have a return of the old reading readiness

controversy of the 1930’s, whether a later start or an earlier one (with
special training to strengthen the weaknesses) is the best way to educate
these children (Chall, 1967). This controversy preceded the present
knowledge from the neurosciences. But it would seem that today, as in the
1930’s thg applications of knowledge about differences in maturation for

. early schdoling will not easily result in guidelines for the best practice. In-
deed, it would seem that the suggestions for a late school start, for fow-
maturing children may be dysfunctional for low SES children who need the
stimulating environment of school (Stallings, 1976). There is also recent
evidence for the general advantages of an early stag in reading (Durkin,
1966 and 1975; Smethurst, 1975). Thus a general across-the-boards recom-
mendation for a delay in school may bring negative effects for many -«
children. . -

One other aspget of maturation needs consideration — the gaps or
discrepancies in skplﬁ and abilities of pupils in relation {o continued school,
demands. It is well known that some children have a lag of two ar moreé,
year§on standardized achievement tests, and the gap may grow wider as

§ T '
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. they mature. ‘ , s
The educational significance of the discrepancy between what they can °
do and what those in their grade are expected to do grows as they proceed
through school. It is net as significant in th Primary grades as it is in 4th
grade, when the gap becomes very great in tee}ms of qualitative differences.
Although in grades | through 3, reading is still being taught as a separate
“subject,” in grade 4 it is aPumed that pupils can’ use reading for learning
other subjects. The amount of .independence in the use of reading becomes
greater in the upper grades and in secondary school.
. Growth Spurts in Brain Development ,
Herman Epstein (1978), a biologist, has proposed a theory of stages of
brain development which may well manifest themselves in correlated, if
*not casually- related, stages of mental development. He has found that
human brain growth occurs primarily during the intervals 3-10 months,
2-4,6-8,10-12¢0r 13, and 14-16 0r 17 vears. “These stages correlate well in
. timing with stages found in mental grotvth. Further, those experimentally
established intervals correlate in time with the classical stages of intellec- =
tual development as described by Piaget ... " (p.3) . .
The inplications for learning arfd particularly for school learning are
many. I%ne hypothesis proposed by Epstein is “that intensive and novel
. intellectual inputs to children may.be most effective during the brain
growth stages.” (p, 3) Novel challenges to the child’s.mind **presented gt the
wrong time migiit cause an active and potentially permanent turn-off of the
ability to absorb some of those challenges at a later, more appropriate, age”*
{p. 3). . T

’

v Ex e
Behavior Disabilities
Most of the research and theories presented so fat have been concerned
> primarily with acquiring cognitive skills. But the brain 1s also involved in
other kinds of behaviors — in ability or lack of ability to control one's ac-
tions? in the ability or inability to benefit from past experiences, in ability
to make the fine discritninations in facial expressions. .

Such behaviors used to be interpreted as having roofs primarily in atti-
tudes, and in parent-child relations. Now much of it is recognized as being
neurologically based. and similar to academic learning disabilities,
benefiting from direct teaching and practice. Generally such_teaching
removes the behavior problems from the unknown, the mysterious. The
child who has a behgvior probdem needs to have it made concrete, so that
he can learn to cope with 1t. He/she needs, help in developing strategies for
coping. and likeother people. needs to feel worthy of respect, even f he has
a social problem (Lieber, 1977: Renckla, 1978).

-

Implications for Education "

The implications of the bfain sciences for education are immense. They
range from general- understandings about the broad effects of envirdn-
mental conditions and learning on development to effective procedures for
diagnosing and treating various handicapping conditions _that are
neurologically based. such as the minimal brain disorders and lea'rm'ng and
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behavior disabilitigs. . o .

The most powerful of these generalizations for education is one that:
educators should find easy to accept, for it gives support to the meaning of
their work.. The brain, although it is implicated in all learning and

" behavior, is in turn modified structurally by the environment and learning.
In rats, for example, it has been demonstrated that there is extra brain
growth when the environment is stimulating. Thus, no matter what the
strengths or weaknesses of the brain of a young or older student, the most
effective treatment is environmental and educational. While for some forms
of neurologically based difficulties’drugs may be effective]y prescribed,

watched and modified as needed (Denckla, 1978).

The major treatment for children with minima
cording to neurologist Martha Denckla, is proper schooling that helps them
to do what comes with relative ease to those not handicapped, but with
great difficulty to them. Their academic and behavior problems vary,
hence the need for individual diagnosis and treatment. With some it may be
a specific reading problem, with others spelling or writing, and with still
others'simple or more advanced arithmetic. The first task in helping these
childeen is to provide them with the consistent help they need in the
acadelnic areas of their special weakness. At the same time, they need to be
helped to keep up with the level of work of their peers in the other academic
and non-academic areas in which they have the potential to do average and
above average work.

Fortunately, there is a vast body of knowledge and technology to test
and treat such children, particularly in reading and related learning
disabilities. But we need more specially trained teachers to work with such
children. These children need a great deal of individual encouragement,
excellent tedchiiig and reinforcement. . '

Better means of bridging the gap between general’cognitive ability and
general school learning need to be devised. This is particularly so for the
children who lag behind in reading. For them more systematic means for
learning the content, concepts, technical and gcneral vocabulary of the
various ‘subject areds ate needed. They, cannot yet read these themselves but
thezﬁﬁ learn the concepts and ihformation if they are presented by other
meafs.
blind, have been used effectively. Audio-visual aids havk also been used. All
of these are worthwhile. But what seems to be missing is a general cur-
riculum to assure that certain basic learnings are r‘;?,avgrlookeﬂ for
children witl®learning disabilities while great emplfasis is placed on
mastering reading, writing, and speiling.

Neuropsychogists and neurologists make similar recommendations for
neutologically-based problems such as hyperactivity (currently classified
by many as attentional difficulties). While drugs can be an cffective part of
the program, the majorx. focus is on learning and control, which means prop-
er teaching and expectations on the part gf the _school and the home.
Similar treatment is prescribed for those, with behavioral disorders. They
too arg taught cognitively and sympathetically those deficient skills that get

— . .

-

’

R - 62 .

Aruitoxt provided by Eic: . .~

‘

Tapes and books, and even records and books developed for the.




-

« them into great difficulty — inability to recognize. facial expressions ‘and

" moods as well as difficulty in controlling their own impulses and behavior.
It should be noted that this particular view of behavior problems recognizes
that some, at least, do not result from faulty parent-child interaction, or
from defects in attitude and motivation. .

The explanation for these behavior and other learning disabilities is
that the brain is physically and functionally implicated. It is, of course, dif-
ficult to completely separate out, the psychological effects from the
neurological. But generally, it is important in dealing with these children to
realize that they cannot help their>poor spelling, reading, writing,
arithmetic, or behavior. It is equally fmportant to realize that they need
help to learn the skills and abilities with which they have such great dif-
ficulty. Too much sympathy is equadly, if not more, debilitating for them
than none at all.

Contributions based on neurdlogical knowledge have also been made
to predicting and preventing reading failure in young children (deHirsch,
Jansky and Langford, 1966: and Jansky and de Hirsch, 1972). Prediction of
reading readiness has a long history. The first such measures were, in fact,
developed by educators, based on various measures of linguistic and
cognitive maturity (Morphett and Washburne, 1931). It is interesting to
note that the more recent early predictive measures have a considerable
resemblance to earlier ones — both measuring various aspects of language
and thought. Thus the facts are essentially the same. The major difference is
in the explanation. The earlier students of the readiness concept tended to
explain the differences more in terms of intelligence and of environmental
stimulation of language development (Gates, 1937). The current explana-
tion by the neurosciences stresses the differential development of the brain,
particularly the left hemisphere, by sex and by individual differences (with
some, particularly boys, showing significant neurological lags). Thus the
slower language development and reading readiness of boys is attributed to

* the slower development of the left hemisphere amongboys of preschoopl age.

What are. schools to do about this? It appears that the proposed solu-
tions are similar, to those of the 1920’s and 1930's. Some neuroscientists say
that formal reading instruction for children whose brain development lags
should'be delayed. This would include more boys than girls, but generally a
substantial propartion of children in grade one. Much could be done with _
them, they recommend, of\z:“non-literacy nature. A Piaget-type thinking
curriculum has been recommended, fon example (Wolff, 1977). A more

drastic recommendation of thé same type is to have all children start school
later ~ at age 7 or eyen 8 — to reduce the numbers whose @emispheges

are immature at age\§. .

Another group of neuroscientists claim that the slow ‘maturers and
developers can best be helped by the school if they are screened early for
immaturities-as well as strengths, and intervention programs are begun in
kindergarten or even earlier. Both of these solutions have a.long history.
The recommendation to delay reading instruction till the child is “ready” is
the older, having been the predominant view from the 1930’s till the middle
1960’s. Some private schools even-delayed reading instruction forall -~ im-
mature as well as mature — till age 8. The prevalent procedure for the past
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"decade has been early screening and intervention for the ““immatures,”

early reading instruction for the “matures.”

The research evidence to date seems to indicate that overall, early
screening andteaching probably leads to better results (Durkin 1966, 1974;
Jansky and de Hirsch 1972; Smethurst, 1975). But it may be that so e im-
mature children feel unduly pressured by this policy. It would seem t
important implication here for the school is to study this issue 1 grea
detail. There probably are some schools that follow ong or anothe of these,
policies. These should be observed and studied by a team of specialists in-
cluding one from the neurosciences to gain further insights into the best
possiple soltiwons for the differential brain development of .chrldren
generally, and of boys and girls in particular.

The current interest in the two hemispheres of the brain has important
implications for educatigh. If the two brains have different.functions, with
the left specializing in lpnguage, and analytic and sequential processing,
while the right specialiZes more mtpatlal parallel, and analogic learning,
what does this meand6r education? What does it mean for what the schools
teach? What does it mean for students who have specnflc strengths or
preferences in, one or the other hemisphere?

Some educators are concerned that TV and other visual media may
have possibly weakened._the left hemisphere which.should be “exercised”
more. Some research indicates that it may be possible to each students to
use the right-brain in the service of the left — such as using imagery for im-
proving reading comprehension. .

Others are recommending that schools provide more art, music, con-
struction and other non-academic activities that are primarily right-

. brained in order to provide something for the right-krained children' to

excel in.

Another group of champions for the *'disadvantaged” right-brained in-
dividual call for more drastic changes in the present school cursiculum.
They want it to be less biased toward the ‘linear” *
brained students who end up as the high achievers, and more concerned
with the visual, analogic rlght brained students who end up as the low
achiévers. The claim is made that the right-brain is another and a creative
route to knowledge and is indeed the one taken by some of the most creative
scientists of our time,

What does this mean for schools? My considered Judgment is caution.
The possibilities of the first and second recommendatiogf regarding the im-
plication of the two hemispheres seem worthy to pursflf, at least on a trial
basis, but the third is quite drastic and.can, if not ifiplemented in small
research projects, ea'cﬁ to unexpected andunwanted resul\ts.

A ConcludmgNote . ' . -,
In the interests of clarity, I m§y not have included a sufficient number
of qualifications and cautions. The application of the neurosciences to

- education is still relatively new and must therefore be approached with

caution as_well as with the excitement that comes from viewing old pr ob-
lemns i in a new light. ~ ¢
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We must be careful not 4o turn the useful slogan, “Remember the, ~
brain,” (Denckla, 1918) into *Remember only the brain.” This occurred
about 30 years ago in the'application of psychiatry and clinical psychology

+ _ toreading and learning disabilities. It could also happen to the application
of the"neurbsciences. Indeed, it may even be happening-now with the de-
clining concern for motivation.and emotional problems along with the in-

-, cFease in concern for néurological factors in the diagnosis and treatment of
“reading and learning disabilities. - .

The greatest danger of all, I think, is that our hard-earned knowledge

- about teaching and curriculum. from educational research and practice

fnay be abandoned in our desire to study the effects of being either right- or

left-brained. Instegd, it is hoped that the findings and insights from the

P neuroscien add-to and recOhstruct what we already know abouyt
teaching and learning and other educational problems.
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The New Religious Phenomena and Educat/ion

: —
' " * Martin E. Marty -~
Associate Dean, The Divinity School ’
» The University of Chicago

£

Wherever one turns, clashes between public educators and leaders of
the new religious phenomiena are erupting. In some states Transcendental
N{l itationists educate or desire to, while educators and religious groups

zzle over whether they are representatives of a religion or not. In
anawha County, West Virginia, but spreading to Dallas; California, and
'Tfsts\(gh) for equal time

against the teaching of evolution, or no evolution at all. Longtime represen-
tatives of abrasive or unsettling religious modes, Jehovah's Witnesses ar the
Amish, fight against flag salutes or fight for their separate even if substan-

countless communities, new-fangled fundamenta

dard schools. )

= ~“The lists go on and onf Much ‘of the opposition to sex educatlon in
schools has come and will come from explicitly religious groups. As Hare
Krishna people or the Unification Church esthblish themsegﬂes as non-profit

hemselves

educational and religious groups and take
vitizens in Hardenburgh, New York, enjoy ma

and_evendigh school education.

- Some of these stirrings are merely the Lurrent versions of church-state
- struggle‘s(that are as old as the Republlc and are likely to remain with us.
Others go considerably beyond issues anticipated back in the 1950s when
“dialogue in a pluralistic society” led Protestants, Catfolics, Je?vs and
secularists to understand each other better. They are a different form of
controversy than those anticifated in the School Prayer decisions of 1962
_and 1963. The previous controversies were over refinements in the rules of
the game, whereas some of the current antagonists want a whole new game.

In terms of your topic, they are forces that educate beyond the school —
~ and sometimes against it, inspite of it, or certainly w1thholdmg consent
- from the way it is now constituted. Because the scliool is repreéented/m
every American locale, often by publics that do ot comprehend these
1 fotces, the schools are among the most vulnerable of all agencies in society.’
People who cannot fight back dlrectly at NBC or Time can frighten or

\i_, dominate school boards, P.T.A.’s or faculties.
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the tax roles,
ordination into mail-order
and diplotha-mill ministries to get themselves off the same roles — until
public education suffers. The believers in the Second Coming in nunterous
groupings ask for their own holidays, as do religiously inspired ethnic or
racial gra:ps Battles over deprogramming the young reach into collegiate
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- In the lay of the land today we might picture three clusters or zones\of

action, two familiar and the third classified among “the new religicus®
phenomena.” The first of these I call “Publick Religion,” following a
coinage by Benjamin Franklin in 1749. Franklin helped charter an
academy in Philadelphia, one that he wanted to be free of sectarianism but
which he lost to the Episcopalians. In his design it must be friendly to
religion for the sake of morality and the commonweal. He was congenial
toward the religious groups of the day insofar as they supported the ch-

,, mon good and wherever they overlapped or intersected in their teachings. ™
Since they were almost alt Protestant Christian they did share much consep- |
sus, though a Philadelphia Quaker could be as far from an Episcopalian%

a Black Muslim today pight be from an Orthodox Jew, so far as style was
concerned. sMeanwhile, Franklin regarded what each sect taught ing
dependently azinteresting but irrelevant, because it made no contributi(;‘riy' &
to the common good. ' . ' '

The religion of Franklin was more than a mishmash of church faiths;
he also shared the outlook of the Enlightenmént: a belief in a divine order-
ing of the universe, in morality in rewards and punishments and a probable
afterlife. These he thought to be universal while church religion taught the
partial or the particular. In_yarious dégrees the other founding fathers —

- shared his view, and Jefferson, Washington, Madison and their colleagues
helped write it into basic American institutions. The churches regarded the
Enlightenment as a sect itself. Revivalists called it “infidel,” and over- *
whelmed it, while the more liberal religionists transformed it and absorbed T
it. The Enlightenment religion of the Republic or *“publick religion”
(today’s “civil religion™) is not institutionalized in churches or taught as the
truth about Jife in university@hilosophy departments. Yet ig an informal
way.it is tHe privileged faith of the Americansacademy and‘g:l’mmstitu-
tions. > : - ™~

Today the more militant religiqus gf ups repudiate all aspects of this :
public faith, both for its own Enlightephent ideglogy and for its congealing
or combining of church religion. Théy see it not as neutral but as a Wr(
and sometimes potentially demonic alternative to their truth. Far from
agreeing with Franklin that what they taught in particular was irrelevant
to the Republic, they tend to find his Republic irrelevant and their
teachings the be-all and end-all of existence..Hence the clash. o
" The second zone is what I call classic consensus or conventional
religion, the religion/of most Protestants, Catholics, and Jews. They often
may conflict with some aspects of the code or practice in Publick Religion.
but overall have made their peace with it. They were “present at the crea-
tion,”™ as it were, and see much biblical faith in the public order. They have

. been in constant conversation with its articulators. A Baptist who

repudiated Jeffersonian deism might team up with ‘other founders of the

nation against the French Catholic antiChrist, the l{biscopalians who

wanted to seat a Bishop in America, the British government when it favored

Catholic faith in the Quebec Act: the established Congregationalism or'

Episcopalianism in nine colonies, or whatever they commonly regarded the
enemy of the moment®p be in the 18th <Bhtury. T \
7 Visitors to America\guzzled over the shallowness of people who c*g ’




o
. tenaciously to their own denomination and then showed a blissful tolerance
- of each qther and of public religion. Far from being shallow, these people
stumbled on to sophisticated Augustinian and Calvinist ways of relating
biblical special faith to repablican general faith. Catholics did it through
the tie that “‘natural law™™ made possible. Jews regarded the God of Israel as
. active among all nations. Protestants saw “‘common grace” or “civil
righteousness” as operating in the world beyond the circle of those “born

again.” Somehow they made their Heace. s

I would not overstress the harmony of those days: battles of long ago
tend to seem domestic down the long corridor of history. Catholics had to
start their own schools when they saw Publick Religion combined with Pro-
testantism dominating public education. Dominant groups in many locales
tried to throw their weight around at the expense of minorities. Jews were
often the lusers here. or ethnic groups. or non-Mormons in Utah. Despite the

.+ problems, overall they all came <o buy the concept of a dialogue in a
plurahstic society and thus followed what 1 called the “‘rules of the game.”
Battles over the School Praver decisions and proposed constitutienal
~ amendment show how tested that consensus was by 16562-63.

Suddenly in the mid-1960's the consensus broke. Blacks and other
minorities, often on at least a quasi-religious ground and not necessarily
using my terms, questioned the WASP character of Publick Religion. They
wanted a rewriting of history and a new set of holidays and ceremonies.
The War of 1967 led Jews to be concerned about survival and to seek to
assert their own identity over against some Christian traces in publi¢ educa- -
tion. Aménican Indians did not want their dominators to set the spiritual
tone while oveplooking their values. Ethnic groups of various sorts,
Chicano and Egstern European among them, found religious appeals knot-
ted and webbed with their concerns for*peoplehpod in education. Most of
them played the rules of the game, howeveg, and wanted other participants
to recognize them and to play the rules as well. Then came what you are
calling “‘the neweligious phenomena,” out of long roots but most visible
after about 1967-68.Those were vears of societa} upheaval over the Viet-
namese War, the racial revolution, “the military§ndustrial complex™ and
establishments and power structures. Militant revplution was not changing
American life, and many turned inward. ) -

Phase One was what I call the intrusion of “old new religions.” They
were old because in the East or Africa, among American Indians or oc-
cultists, they were around before the Bible or the Enlightenment. But they
were new to most Americans, who were unaware of the few stray Yankee
Hindoos, Theosophists, Beat Zen poets, and precursors.. This first new
flowering came during the brief period of the counter culture, spreading
from California to the centers of inteltect and affluence, campuses, young
adults’ neighborkoods. suburbs. Some of the spread came as a rejection of
conventional religion in “‘the establishment,” and some of it was Oedipal,
against parental attachment to staid institutions and explanations. Some
grew out of boredom with the old and the freedom to explore the new,
thanks to mass higher education and mass media, travel and affluence.

This is not the place to list and detail all the expressibiis of non-

. conventional faith. Many have come and gone. They are of inferest now as
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survivors of three sorts. First, as a suffusive presenge. Here they are the = °

- religion of the'airport newstand and the college classroom, the §m‘€ Kban'Y
and its yoga and Psycholagy Today with its therapies. It is thus not so Wuch -
institutional as literary, and suffuses or casts a glow over Westetn faith. ~
Many mainline church meditators learned to meditate again first.by going
to the Orient spritually, not out of their 6wn traditions. For the most part
this zone creates few problems for public education precisely becauseitis W
no longer cultic. The second zone is exen less disruptive, since it is wholly
literary- secular people or church members réad Zen texts or admire tribal
and natural religions of the Indians.

The third sphere is the problematic one, the “*hard core™ cylti¢ expres-
sions. I refer to Hare Krishna, The Unification Church, Scientolegy, and
countless tiny but'loca‘ll_\ very visible alternative religions. Members of
these usually do not care for the common good except on their terms. or do ‘

not care for it at all. They are fightirig each other and everyone else, and are
"f€xtremely assertive of their rights. They do form “families™ or communes
“and try to hold control of educatign. I do not know how large a presenee
they remain or will become in America. It is my guess that they have
gencrally erested apd attention is sliding from them, but locally they can
*~,  exercise.great power because they focus their energies while the rest of the

community has diffuse interests.’ : .

The counter-cultural religions are dwarfed by the huge sub-cultural
faiths, sub-cultural because they share some assumptions of the larger -
society but either then want to recast it or fight its tendencies. These I call
-~ " the “new old religions.” Old they are because our society is familiar with
them, but they are pew as militant expressions long after most people ,
thought they were. obsolete or buried. They are of biblical rootage, Jewish
or Christian and often conserv ative Protestant, but they do nivt share clasgic
- consensus religion with its belief in dialogue and compromise, They msgst
g have it their way ‘in the public schools or not at all. I refer to the many mili:
tant fundamentalists ‘at the right of more’ moderate evangelicalism.
Evangelicalism is hardly outside the consensus, unless we want to place'the
President of the United States outside it! But ¢ertdin fundamentalists do not
.+ share his assumptions about the public weal. Some kinds of Pentecostalism
are also belligerently distant from others, but they' are less frequently .
political in outlook. Some Hasidic Jewish circles or defense leagues have
challenged the consensus. T
. All of thém refuse to play Benjamin Franklin's game. They insit they
' overlap and intersgct of share with_no other #furches and certainly not
with secular society. While the more-hamboyant of these went the way of .
v the counter-cuiture (“The Jesus People.” *"The Children of Ged™) others are
in the hands of generally staid and dead-serious workers and community .’ /
. dwellers, and thus create more issues and problems. Let us look at how
some-of these citizens voice concerns, gainirig power again by theit focality
in the presence of people with diverse interests who hold, less selective
power: . . cs
- Roman Catholics andmn:;ry kinds of Jews and Protestatits who in

~

-

general belong to the consensuyg/groups have spawned militant forces that
- will for some years concehtyéte on issues having.to dd with sex,and the
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family. These include abortion, ‘homosexuality, “living together,”
euthanasia, many subjects that come up in sex education or alue theory.

. They have much continuity with their predecessors on the old church-state
front. but among them are many who are ready to start alterfiate schools or
take over school boards in order to have their curricular interests gatisfied.
They are in contact with the blshops dnd denommahonal leaders. but differ
tacmall\ from manv of them. .

Second are Protestants who tend to combine anti-evolution with right-
wing politics .or” reactton to racial integration to the point that they start
schools of their own or fight teatbook battles over against "Publick
Religion™ and consensus churches. Add to these the growing extremely

“orthodox Jewish groups that want.to remove themselves from the taint of
larger society, the “patriot™ groups that make much of religion n their
sthos. and the like.

They educgtean’sev eral ways. First, through thetr own "fundamental”
schools. Anti-busing forces gave the great impetus to these, but theories of

“learning and anti-evolutyonary contingénts have contributed. Second, they
form aggressive Sunday Schogl — some fupdamentalist chugches own or.

" lease as many as 200 Sunday School buses — where they disicipline
children to withhold consent from the teaching process in the public
schaols at many «cruciagl points. They educate by approaching adults on
school boards or i communities at large and work on children through
‘them And they finally *go through the motions of public education but
withhold consent from what it sets out to do in relation to values.

In time they may subtly change the character'of public education. it-is
also likels th@t some of them will begin to make, compromises wjth te
larger society But for now they stand as agentswf discord and dl<¥\;:hon
In the political tradition that derives from Aristotle, a society like otrs s a
communitds communitatum. It is neither a totalist whole nor indis idualist
atoms, but a cluster of many kinds of subcommunities, be they go ernmen-

< tal, familial, educgtional, clubby <ethnic, religious or whatever. To stress
. community and not subcommunmes leads to totalism. To stress subcom-
T munties withduf concern for jcommonweal leads to BalKanization and
- anarchy. The founding fathers, with James \1athson,&sﬁ spokesman' took
+ - some comfort and sense of sécurity trom “the muhlphut\ of sects.” If one
prevailed, all others would Tose freedom. If two or, three pfevailed, they
“would wgr over the sponls If fhany survived, the\ would not be able to seize
power JToday,out of the "mulnpllcm of sects” "have come people who have
arned Ho tolab atthe hgulars and touch points of society. Yet the larger’
|ét\ only-at its porll triés to silence them or put therh down.
" What do educators do’jl have to begm by savige, ‘that in accute stages
,  +we have to remember “'youcannot win‘em all.” No fates or gods assured us
.~ that évervthmi/wﬂl come out right. ‘We have seen good, reasonable;

., Pa ticipate and meet many sntuanons -

: ’ udershig awareness. /Admmlstrators faculnes pollc» makers and
* civic eadérs_h enough on their hands and minds to keep them from
" becomi ex&e . ciolagists of fetigion or anthropologists. but they would
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do wéll fo become more alert to redent societal changes. To understand a
cultute, to locate one’s self ih it, is both- good strategy and, in the face of
defeats, helpful consolatiog. .

" 2. Educate the community. Ibelieve that public schools have not made
enough use of the experts, professorial and ministerial and lay, in each com-
munity: people who could lielp set forth “the ldy of thé land.” If people
understand more about the character of the Republic they can better learn

" 'how to fend off forces that do not care for it, assureé liberties to opponents of
consensus whom they do not fifid attractive, and support boards or teachers
who are “on the spot.” L. < .

3. Make an opportunity of bad situations. It is important wherever
possible'to “‘head 'em off at the pass,” as the old Westerns put it, to antics-
pate trouble areas. But when surprises occur, we do well to remember
Whitehead's theme that a clash of doctrines is not a disaster but an oppor- _
tunity. Often disruptive or focal groups do, despité’ their sometimpes ¢
treacherous ways, have their finger on legitimate critical issues. Some of
them feel that they have had no voice in polidy or.are the floor for everyone

- else’s self-esteem, and want to be representéd. Why do people tufn to such
authoritarian groups'today? What “‘broke down” in the culture to lead peo-
ple to cults? There are ways to *‘teach about” society and religion'to take
advantage of some of the breakdown or tense issues.  _ : .

4. Wait. Panic and overreaction often give publicity to groups that
prosper u’nder' persecution. Some'day the schisn& in our society in 1977 will

. look no more traumatic than did those of 1777 in our retrospect, People
»_ keep being accommodated and they keep buying irito the larger society,

o making their compromises. This will happen again in many cases, and a

long patient-policy may be better than the kind that needs a victory in every

gla§sr00m and school district. . . o’ .

Have I anything good to, say about these groups? So far they look like
Huns and Vandals who invaded our rational Rome. Hard as it may be to see
it in the midst of controvetsy, much that is good from our society has come
from people Santayana called “rabid and pensive apostles of liberty,” non+

"compromisers who saw what others did not. The maverick and the heretic

against societal values sees what people who held them do not. Cognitive *

* minorities "often lead majorities to -reform, even if majorities do not
acknowledge the source. I have refrained from judging' whether any of
these groups are true or teach truths, whether they are beneficial in the lives
of any of their adherents. No doubt they sometimes are. Our concern has
been for their part in_the commonwealth. Here they may be teaching us
something again about the barbarian and civilization — and about the rest
of us.who consider ourselves civilized: that in the republic we need not
alway$ work for consensus but for a higher level of argument. The cultist is
not ifiterested in argument but only in freedom for himself and an audience’
for his or her opinions. Many examples in history show that such set-apart
people sooner or later come to féel responsible for some larger share of
society; It would be a pity if the majority did not discern that moment in the *
case of some of today’s groups and failed to lure them into the dialogue and
conversation simply because they feared what they would hear in its give
and take. Little that 1 have said is of comfort to beleagured boards-or
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faculties, but on a larger scale anddandscape, it is possible to do better than
we have done at keeping a vital tension in the concept of ‘our fragite com-.

' “munitas communitatum.y.’
. . ’ . .
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THE AMERICAN POLITICAL SYSTEMAS EDUCATOR

. -

Stephen K. Bailey ' e
Acting President, American Council on .Education
Professor of Education and Social Policy. Harvard Unéversity

\4 - ' ‘
It is a privilege to be able to talk to America’s most distinguished

“.political ‘educators about the American polltlcal system as educator. In a

fundamental sense, all of American education is a function of the political

-system. You people are elected 6r.appointed through political progesses. All e
* _.of our schools and colleges (even private ones) are either licensed or

" charteéred by the state, and most of them are directly financed by state and

local authorities. The overwhelming bulk of financial support for -

American education at all levels comes from tax levies and tax exemptions.

I have spent a good part of my professionak life in the past 15 years try-

ing to explam to educators how profoindly they are embedded in the

. nation’s political matrix. Most Chiefs have always known this, but the inno-

cence of others who should know better has been astounding. Education

stitl pays a heavy price for the political innocence of its professmnal practi-

tioness and its friends. ¥

I must assume, however, that the theme of this Summer Instltute is not
addressed to t itical system as the incubator of our formal educational
establishmenf. Your attention is turned instead to the educative functions .
and seryjces that are purygyed by the political system apart from its crea-
tion and nurture of the educational system itself. Following the lead of

. America’s foremost historian of American education, Lawrence A. Cremin
{who, L.am delighted to rfote, will bewmdmg up this institute), you are look-
ing at the full range of educational forces iat shape the minds of the
citizenry. You are to be congratulated, for oply by so'doing can you get a
fix on the special role of the formal education system in the total learning ¢
-environment of the nation.

In the creation of this essay, I have frankly been astounded at the
variety of ways in which the American political system does in fact
educate. The truth is, the list is so long that I can do little more than suggest

, a few thematic examples. Let me concentrate on four: the political system
‘ as political educator, as economlc educator, as techmcal educator, and as
cultural educator.

First, the political system as political edatator. In looking at the
politi¢al socialization of cblldren David Easton and others have discovered
the importance of the cop. A child’s sense that parents are ultimate authori-

ty'is drastncally modified the first time the child watches -a police officer
3 .
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give orders that Daddy and Mommy ha’ﬁen to obey, — usually with a highly
deferential attitude. Subsequently, the President of the United States is first
perceived by most chjldren as a Super Cop who is to be local policemen
what the locg] policemen are to Daddy and Mommy. By the time a child is
subject ta the authority patterns of the school, he or she has already learned
the reality of authority patterns in the larger polity. In tough
neighborhoods, the rudimentary political groupings and leadership struc-
tures of gangs reinforce a child’s percgption that in human affairs some peo-
ple gain some kind of legitimacy for giving orders that others obey.

It'is doubtful that anything in subsequent ¢lassroom learning is a mgre

" powerful educator of young people about the realties of political power

Q
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than those early childhood experiences. Starting with infancy. then, the
political ‘system is an impressive political educator.

For adolescents and adults, political education i overwhelmingly a -
function of what the media transmit from key poltical actors. Theodore
Roosevelt called the Presidency “'a bully pulpit.” He migt@as well have
called it “a bully lectern.” One of my most vivid memories when I was of
high school age was listening with the rest of the fapgly to FDR's fireside -
chats. They were, as vou know, rhetorical masterpieces. Sometimes t y
gave more clarity to cause and effect, and a higher probability tofthe
benign consequences of legislative therapy, than in retrospect were war-
ranted. But for a people confounded by the inscrutability of blind econdrhic
forces. a strong “and educative Presidential voice was an enormous

" reassurance. The fact that he tried to educae, rather than to overpower or

to bypass, the citizenry was itself a piece of political education. For there
were other models of political leadership abroad at the time — Stalin,,
Hitler, Mussolini — who looked 4t political educaton soley in terms of pro-
paganda backed by terror. .. *
Presidents educate diréctly through TV: and radio. They educate in-
directly through their messages to Congress, executive orders, and press
conferences. They educate by their willingness-to greet soé foreign
dignitaries, but not others; and by the agendas they establish-with leading
foreign powers and within the United Nations. They Mwhen they
‘issue procldmations reinforcing national traditions. T yJeducate when _.
they camipaign for office or-for a party slate. They educate when they ptace
their children in a public schoolt They eduate even when they misbehave.
The consequences of their misdeeds loom so large that they dominate the
natjon’s palitical thinking for months or years — witness Watergate.
Others besides the President, of course, shage our political education. It
can be argued that the Supreme (f:urt is a perpetual seminay in political
theory. It is the definer and explicator of the evolving moral conscience of
the nation rationalized in terms of our constitutional heritage. It has to
educate, for as Andrew Jackson once pointed out, it has no troops. Its
supremacy in our system rests, I firmly believe, ipon the root-fact that it is
constrained through the educative devices of hearings and dicta to. buttress
legal and moral judgments with rational argument. In that sense, it gives to
our political.etlucation both procedural and substantive content, X
' * Cabinet members also educate. They educate when they testify before
Congressional committjs, or make public statements. Regulatory agencies
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educate when they hold. public hearings and make quasi-legislative or
quasi-judicial rulings. .

The Congress is ndt only, to use Emerson’s phrase, a standing insurrec-
tion, it is a sittihg classroom in American and world politics. Its printed
hearings. its Congressional Record, its committee reports;its daily snowfall
of press releases and newsletters to constituefits are all instriments, of
political education. It is true, of course, that aside from their use by lobby-
ists and columnists Congressional publications are not widely tapped
directly. But through the diffusive processes of miedia and of scholarly

publications, Congressional discourse and reflection become major reflec- ,

tors and shapers of the diverse views of the nation.

To a greater or lesser degree, chief executives, legislatqrs, and judges at
state and local levels’are all powerfuyl shapers of public yiews and attitudes
towards politics and policies. I had the privilege once of serving as mayor of
the city of Middletéwn, Connecticut. I was at the time teaching politics at
Wesleyan University. In bath cases I was trying to extend the knowledge
and insights of others about the American political system — refining my

own understanding in the process. I remember ope occasion. when my ~

Director of Public Health, a rather officious type, wanted to have fines slap-
ped on any first offender who broke the sanitary codes applicable to food
stores and restaurants. Partly from political prudence, partly from honest
conviction, L asked him to start by launching a series of open seminars on
the laws and regulations governing food handling — inyiting all food-store

and restaurant operators to attend. I believed then as F believe now that

education 1s half the battle of law enforcement. I concur with Plate that
persuasion, not coercion, is the divine element in the avorld. ~
Political leaders learn from the citizenry — that is almost a definition
of democracy. But they are also major educators of the itizenry about both
policies and politics. It is this process of two-way political education — so
traumatically but triumphantly played out during the tragedies of Vietnam
and Watergate — that is the hallmark of our férm 6f government. We do
" too little in-otr schools and colleges. I thirik, to prepare voung people to
> participate in the lifelong educational colloquy df politics. It is the glory
and meaning of dur political system. It is the ultinate justificatiorr of a free
press. It is continuing education in its richest sense. . .t
If the political system is a major instrument of our political education,
it is also a major-factor in the nation's economic ediication. In one sense,
this has,gIWays been true. We all remember Hamilton and Gallatin. and
Clay and Jackson in part because they educated the nation in the prevailing
economics of the time. Perhaps the most famous political address in
‘Amgerican history, William Jennings Bryans *“Cross of Gold™ speech, was
an attempt to educate the nation in the largely specious economic
arguments of the late 19th century. What is the message of Hofstadter's
great book on The Age of Reform, bt that the entire political system

became an enormously powerful instrument of economic eddcation in the ™

latter part of the 19th century and eariy part of the 20th century. Many of
FDR's greatest fireside chats were centered on economic education of the
public. The Supreme Court spent most of the 19th and early 20th centuries
on cases interpreting to the public (some of‘us would say in retrospect,

.

L

RIC o T

’
Wes




“miseducating the public about™) economic rights and prﬁvileges.‘
In more specialized terms, the informational servides of particul
Federal departments and agencies have for more than a half-century bee
. economic educators for particular audiences: the statistical series of the
-Departments of Labor. Commerce, and Agriculture come to mind.

But all this pales into insignificance compared with the macro-

. economic Federal indicators that presently help to shape the economic
education of the nations of the world. Tune in afy day or night. read any
major newspaper or weekly journal of opinion, someone is quoting the
President’s Council of Economic Advisors, the Treasury, the Department of
Commerce, or thé Board of Governors of the Fedﬁ:l Reserve. The GNP is
up or down, new housing starts are up or dowh, pricés are stable or
unstable, inventories are, thinning out, the dollar is slipping further on the
- international exchange. )

There are, of course,some privately-run series: Dow-Jones, Standard
and Poot. But the great economic educator of the nation is the Federal
government. My first major book, Congress makes a Law, was a study of

. how the Employment Act of. 1946 came to be passed. Although that. impor-
. tant piece of legislation was presaged in some ways by both the Federal
Reserve Act of 1914 and the Budget and Accounting Act of 1921, the essen- °
tial contribution of the 1946 Act was its creation of two iew Federal in-
strumentalities of economic eduation in the nation: the Countil of
Economic Advisos in the Executive Office of the President. and the Joint )
. Economic Committee in the Congress. Both the CEA and the JEC have for
thirty vears beeri the nation’s major seminars in.macro-economics.
*  Within the last three years, a third Federal instrument of economic
education has been added: the Congressional Budget Office. Underthe able
leadership of Alice Rivlin, CBO has brought order to the fiscal chaos of

. legislative authorizations.and appropriations. Budget ceilings have been

" set. The nation has been privy to committee hearings and floor debates
designed to reveal to the Congress and to the public.at large the distinction
between what Rousseau once called.the **will of all” and the *“*general will”
~ the “will of all” being the sum of separate interests, and tﬁe/,‘general '
will”" being the articulation of policies designed with a larger “public in-
terest™ in mind. To be precise, if the net result of the Congressional pork
barrel and of appropriations log rolls is to set loose a runaway inflation,
special interests may benefit temporarily, but the interests of the general
public are cruelly penalized. The function of the*CBO and its related .
budget committees in the Senate and the House is to plot the consequences

= of Congressional actions with the dynamic stability of the entire economy
in mind. It is difficult td¥magine a more impressive educative function. All
of this is not to pretend that there is a single authoritative Federal voice, or
even several voices, giving us some sacred truths about the economy. Ex-
perts, including Federal experts, differ about figures and trends and their
meaning. Economic therapies can produce grotesqueside effects. Trade-
offs are pervasive; high tariffs protect some industries but limit exports for -
others; more energy means a dirtier environment (ds Alvin Weinberg used
tosay at Oak Ridge. “All power pollutes, and absolute power pollutes ab-
solitely.”); full employmént may be inflationary. But all of these anomalies
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and contradictions are also educative — they gradually hammer home to
the public that there are no free lunches, no simple solutions, no easy
dividends. An awareness of these economic realitics means, that we,_are
maturing as a people. Part of the solema temper of our times is a product of
the economic education being given to us by the political system. Twenty
years ago Michael Oakshott put it starkly: ) g e I
“Politics is an activity unsuited to the young, not on account of their
vices. but on account of what I consider to be their virtues. Everybody’s
young days are a dream. a delightful insanity , a sweet solipsism. Nothing in . -
them has a fixed shape ... Everything is a possibility ... Since life is a dream,
politics must be an encounter of dreams in which we hope to impose our
own. But when wehave passed what Joseph Conrad called ‘the shadow line’
there is disclosed to us a solid world of things, each with its fixed shape,
each with its points of balance, each Wwith its price, a world of fact, not
poetic images, in which what we have spent on one thing we_cannot spend
on another, a world inhabited with othets besides ourselves who canhot be
- reduced to mere reflections of our own emotions. To rein in one’s own
beliefs and desjres. to,acknowledge the current shape of things, to feel the
balance of th® world in one’s hand is a difficult achievement, not to_be
looked for in the young.” (Quoted by Henry Fairlie, *"Camelot Revisited,”
Harper’s, January 1973, p. 67.) . _ .
Oakshott could have been speaking of a voung nation ‘as well as of
young people. Increasingly the economic education given to the citizens by
their political system helps thém to mature — even as it destroys comfor-
table illusions. Berhaps this is the true meaning.of Carlyle’s definition of ]
economics as “the dismal science.” But if we aga-people can be educated to
understand the tWin economic concepts of ‘trade-offs” and "maximiza-
tion,” we may save ourselves and our successors v ast discomfort or worse in
theé vears to come. ’ : ,
I turn in the third place to the political system as technical ¢ducator.
Ourgi¥, in large measure, a civilization of gadgetry and practical arts.'No
matr where we look we see people attempting to cope with technologies,
that both ease-and complicate their lives. Have you ever taken a look af th ]
“"How To ... " books and pamphlets published and disseminated by all
* levels of government: "How To Install A Septic Tank,” “How To Fight
Gypsy Moths.” "How To Fish For Smallmouth,” ""How To Build A Barn,”
"How To Navigate,” How To Choose Edible Roots.¥*"How To Recognize
Cancer Symptoms,” — the list is endless. Sometimes these are disseminated
without charge: sometimes there 1s a nominal fee. But the political system
through government publications is an enormous educator in all kinds of
technical frelds. . - _
In a ndmber of areas, govefnments use field agents. One of the glories
of the world is Amerjcan agricultirqwhose triumph is in no small measure .
the work of county agents — itigRrant technical educators ‘who have
disseminated to individual far®s technol ical and’ scientific
breakthrot'lgh§ of government-sponsored agricultural experiment stations.
Similarly~ the’ Small Business Administration has educated tens of
_ thousands of small businessmen il?’l(‘ techniques of running a small enter-
_prise. Alf:of us receive a daily education in the vagaries of the weather
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‘through the work of government meteorologists. X

For millions of our younger citizens, the Armed Services provide a vast
variety of technical courses that have both military and civilian pay-offs:
courses in compuyter technology, engine and machine maintenance, elec-
tronics, surveying, mapping, celestial navigafi6n, radio, nuclear power,
radar. Many of these courses, through the Office of Educational Credit of
the American Council on Education, are certified for scholastic and-
academic credit in civilian institutions.” ° .

Increasingly. but still inadequately, government sponsors technical
training for unemployed young people: MDTA and CETA job training,
various programs of the ACTION agency. youth conservation work as in
California. ) ’ .

And all of these, of course, are in addition to technical training pro-
vided in_prisons and in inservice training’ programs osganized by the
civilian branches of governments to improve the technical and managerial
capacities of their workers: foresters, ship builders, space mechanics, con-
trol tower operators, buildirig inspectors, police detectives, state highway.
engineers, communications specialists. I de not kiiow that the inservice
training activities 6f our pglitical system have ever been totaled, but the
amount spent on such educative activities must run into thetens of millions , -
of dollars each year. And all of this has an incalcuable multiplier effect as
trained parents pass new skills and knowledge or to each other, to their
children, and to friends. ) ' )

Finally, what of the political system as cultural educator? I must start
with the city of Washington itself. One of the delights of our most recent
five-year-tour in that city has been to savor its cultural renaissance. The*

Mall is now a gloriouss permanent midway. Every year millions of .
Americans visit the Museums of Natural History. Space and Aeronautics, .
Science and Technology; they linger in the Mellon Art Gallery, the Hir-
shorn Museum of Modern Art; they tour the monuments to Washington, Jef-
ferson, and Lincoln — renewing their'sense of identity-with our inherited
political cudture; they stand in line for a glimpse of the. White House, and

drive past Lady Bird’s flowers along the Potomac. In the evening they can

take in the theatre, opera, ballet, or symphony at the Kennedy Center for - »
the Performing Arts. Cheek by jowl to the Congress and the Supreme Court

is the magnificent Library of Congress — perhaps America’s single greatest v
cultural resouree. Visitors may 8y out of Dulles Airport which, however in-
efficient in strictly economic terms, is surely one of the most beautiful ex-

¢ pressions of functionalism in the entire world of architectures.

Through increasing appropriations to the National Endowment for the
Hunianities and the Arts, what is already happening in Washington is.
gradually being promoted across the land. The government support is
woefully insufficiept. Museums, libraries, and performing arts centers are
being cruelly hit bpinflation and by the drying up of traditional 509%%))!
private support. I comniend to-you the American Council for the AT¥s in
Education’s recent book, Coming to Our Senses: The Significance of the
Arts for Americap Education, which calls for a new national cqmmitment

to the suppert offour cultural life. But, the fact remains, if we lo®k at what
the’political system is already deing for the quality of our lives through.sup-
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— port for parks, pla\ grounds, zoos, arboretums, museums, performing arts
centers, historic building preservations, historical markers, national
monuments, libraries, gardens — and publications related to most of these
— we cannot help being Jmpressed by the primacy of the political system in
the field of cultural -ation. .-

-+
upaware. Recently in reviewing my file of news bulletins called Higher

Education and National Affairs, put out weekly by thet American Council
on Education, my eyes caught a short squib dated November 7, 1975, with
the headline ”Hlstar\ of &l 5 Art Qepicted in New Film.” The story read as
followe

"A motion picture dopl(tmg the history of art in America during the
past 200 years has been produced by the National Endowment for the Arts
and the Sears-Roebuck Foundation. The 28-minute film in color and sound
contains more than 18,000 {mages tracing the evolution of American art
from colonial craftsmanship to pop/rock. More than §0 museums, galleries,
and libraries supplied art works. Its New England premiere will be held in
Boston November 10 at the anntial meeting of the American Association of
State Collogos and Universities. The film ... is avallable to clubs ard groups
on a free loan basis through local film libraries ..

During the past two years this is only one exampl’e of the dedicated ef-
forts of various parts of our political system to recapture’in the context of

.the Bicentennial the cultural richness of the American adventure. All of us
have been further etlucated by these endeavors, .

Recently I was appointed to the Carnegie -,Commlssmn for Public
Broadcasting to review the past decade of public teleyision and radio and to
make recommendations for the future. All is not well in public broad-

casting in this country. Even so, through financial support from the
political system, as well as from private sources, our nation’s cultural life
has been enomously enriched by the'best of what public channels have pro-
duced or dissemjnated. | need.onl) mention The Adams Chronicle, Sesame

Siyfeet. The Forsyth Saga, Upstairs, Downstairs, Civilization, and The As-

nt of Man to make my point. In this context, we owe a substantial debt of

ratitude to the British government for its support of creative artists who,

rough public broadcasting in their country and ours, have made life
richer for hundreds of millions of people. .
* Ahead of us are the marvelous opportunities for cultural enrichment -
made possible by the development of satellite~fansmitters — part of the
spin-off of the space decade of the ‘60s. Increasingly, we shall be able to
bring tq the Americah hdusehold the cultural wonders of the world. The
creative artists of every country, with all of the rich diversity therem im-
plied, will soon be available via satellite to all people across the face of the
globe. *

- I'have only scratched the surface, The political §ystem, directly and in-
directly, is one of olir greatest educative instruments. We have not learned
yet to appreciate fully whit it does, or what it can do, as an educative it in-
strument, Much of its educational impact is infusive and suffusive, |

But if the educational effects of the political*system wer to suddenly

disappear, we would surely feel the difference at once. We would together .
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share a great anguish of deprivation.

Great political systems have always been great educators. Among other
things. they have set the conditions and the spirit within which individual
growth Has taken place._This was true of Elizabethan England, of the
Roman Republic, and most certainly of fifth century Athens. As Edith
Hamilton pointed out in her classic and beautiful book The Creels} Way,
"The Greeks were the first intellectualists. In a world where the irrational
had an ed the chief role, the\ came forward as the protagonists of the
mind.” .

And Edith Hamulton summdnlcd for us ‘the political ideal that
om(‘rg.,cd f r()m this flowermng of the ntellect.

“The idea of the Athenian state.” she wrote, “was a union of in-
dividuals free to develop their own 4vay, obedient only to the laws they
passed themselves and could criticize .and change at will. And wt
underneath this apparently ephemeral view of law was the conviction
peculiarly Athenian which dominate the thought and the art of the 5th cen-
tury — that the unlimited, the unrestramed. the lawless, were ba\}:barous.
ugly, irrational Freedom strictly limited by self-control — that was the
idea of Athens at her greatest.”

What higher goal for education can there be®
When will our own political system learn that the inculcation of this
tdeal is it< highest educational responsibility?
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CHAPTER IX - -

THE AMERICAN ECONOMIC SYSTEM AS AN EDUCATOR

~

-

Kenneth E. Boulding
Préfessor of Economics .

ﬁUniversity of Colorado .

= Education in the larger sense of the word consists of all human learning
experiences, from womb to tomb. It includes what we learn from our con-
" stant exposure fo sense,data froth the world afound us; it includes the fearn-
ing of language in early childhood-and the enormous ambunt of informa-
- tion which enters the mind through language in all subsequent ygars; STt ifis
cludes what we yead, what we see on/telewslon hear on the radio, see on the
stage or in movies, all that we hear 8r overhear.in conversation, and a vast*
flood of information input that streams in upon us almost every moment of
our lives, even to some extent in sleep. It includes also the self-generated in-
fqrmation; of which the human brain generates an enormous quantity all
the time — in thoughts, ruminations, imaginations, which constdntly in-
teract with the inputs from the outside world in order to structure the brain
into j , the universe within which corresponds in.some sense to the
féerse wnt hout, however imperfectly, In these enormous processes we also
learn valués and evaluatioris, we learn preferences, we learn to criticize
these preferences, we learn to persuade and to be persuaded, we learn a vast
variety of emotions and attitudes, we learn by trial and error, by disap-
pointment and failure, with images of fact and images of value mteractmg
constantly in an immensely complicated process of cognitive growth.

We enter the world with a brain, largely unstructured, with some
genetic structures but a vast potential for learned structures. A baby is like
a settler going into an empty land: as the child grows apd matyres, wast
structures ofsthe mind are built, internal cities, roads and farms,’in a pro-
cess that ends only at death, though before then, in senescence, the rate of
deprématlon of theSe structures may exceed their replacement and expan-
sion. In this enormous process formal education is only a fraction; what
fraction of course varies with-the individual and is to measure, but for
most people it is ‘probably not more than 10 pert &t of total learning;
though if we include the fact that~formal education is strongly concerned
ith teaching—®ople how to learn, its total effect may be much larger.
aching peopleto read; for instance, enormously increases their capacity
for future leafning, and indeed this could be regarded as the major task of
formal education, to expand the learning ospacity of the student more than

to‘teacH actual cor}t—éﬂt though this too should not be neglected. Al
l ' - . . e ;
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A Among the types"i)f learning experiences outside formal education, per-
sonal contact with the economy s certainlv_ one of the most impdttant.
" . These are the equryh'nces*.whigh build up. “folk knowledge™ about the .
> economic enviropmml‘gf the tindividual. Everybddy in odr society. and in-
¢ deed to some extent in aiNaetttics, grows Gp into an excharge environment.
. * ‘Even‘as children we learn how to spend money and perhaps €ver how to- "+ .
7 earn jt. Everybody is familiar with shops. with prices. with jobs and wages. . A

Large numbers of people have bank accounts and savings accounts, and are
* . acquainted with interest. insurance, union dues and membership. Almost
everybody is exposed to large quantities of ,advertising on television, in
' newspapers and magaines, on the radio, and so on. Most people have some -.
v personal experierice with unemploy ment. of meving between jobs, of . .
~ ¢~ shifting from one store to another, ohe’brand to another. As we move up the
’ seaie of complexiy , féwer andfewer have personal experience with certain
<. dlements of the system: only about 10 per cent of the people ever buy and
sell stocks, a much smaller percentage than that deal in commodity futures,
- and-the subtlbties of corporate finance are experienced only by a very few..
Such mysteries as ‘mergers. even collective bargaining. are again experi-
enced by a very few."We can arrange elements in the exchange environment

e from those which are virtually universal and that ev ervbody. experiences. to.
A those which enly a very few people experiencc. with all sorts of grad®i )
< in between. | - . ! .. '
a0 . The exchangé environment forces budgeting and econoniizing I-

tually evervbody. We'are all conscious that there are certain things that we
cannot afford. We are conscious that if we buy one thing we cannot buy
*another, and that we have a problem of allocation of scarce resources. in -
~ thiscase. Gur income.,among competing uses. which are the different lines
- of expenditure, Large numbers of people are aware of credit in ofie foraror * *
-, another. whether consumgr credit. house mortggges. or even the loan shark .
. " and the paivn shops, which expand resources. at least temporayilv. Large
» - numbers of people are aware that we &n shift our total purchmzs from the \
present into the future if we save, and from the future into the present if we
horrow. . . .- ) . L
_Actual business experience — that is: the taking of responsibility in fun-
ning a pfofit-making enterprise — is confined toea relatively small propor-
tion of the populgtion. perhaps not more than 10 per cent. Experience in
« profit-making." in” actually running a b‘(lsinl'ss. in hiring labor. buving }*
materials and se&l(ing a product. and making profits. is really quite rare. I
was one of the sdcial virtues of the consumers® cooperative movement that ©
“s it gave J certain number of people whg would otherwise have had no per-
sonal experience of what it meant to run a business an opportunity to par- .
ticiphte.. even at times painfulli. in this process. People whose income is. *
, derived wholly from wages. salaries or grants often have very little idea of
’ the risks and the strains involved in undertaking alp-(-n)e/i\(ﬁ responsible fora  J
- AY

“Biisiness enterprise.

. i
. For most people also. contact with government-is quite peripheral. We

. paytaxes — often rather unawmre in the case of comnibdity taxes, though -
) = we are highly ¢onscious of paxving income taxes and real estate taxes. We .
~ ! may havessorne contact throigh welfage payvments of 7oning restrictions,
e ’ .. - . -~ SR
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* but'on the whole if is a fairly small prghortion of the people — say 20 pér
~. . cent — whaeither participate in goy wehit as civilSeryants., or experience
the impact of government regul dtion$. Government impinges on most peos
ple at second hand and they are oftenquite unaware of its impact. T}'\fngs )
- like tariffssantitrust laws. government subsides. eny ironmen} regulations.
and so on, affect a large majority of people only indirectly. It 1s not surpris-

ing. therefore. that so many people are insensitive to government,” that

many pgople do. net even .I)other to vote. and for a I.\irgepropoy,lon of peo- |
e political activ jts consists'in voting once or twice'a vear. Itisonls d very

“sm Il'p’erc(:ntdgc‘of the people that form pressure groups and public m- ¢

tefest groups, and so on."The government is fike the weather — we nohice it

orfly when it fouls things up Ordinarily. most people simply take it for

granted and they are perhaps-particularls unggare of the impact of -
. govéynment on economic life. e , ‘

: he folk know ledge of the economy .,\\"hi('h is derived from the hinds or !
experiences mentioned above. i frequently quite accurate in”local en-
vironments. Everybody, who shops has a pretty fair idea of \Vhat‘Com;
modities are available at roughly, what prices. Some things will appear,

Kedear" and pedple will turn to substitutes that ate “cheap.™ At the loel '}
|

vel folk know ledge is fairly acctirate simpls begause it has rapid feedback.
' We soon find out when gas stations fun ow/of gas. when coffec prices
double NeverthelessSthere ape imporfant failures of folk knowledge. par-
ticularly inregard to larger jstcms. of whith it is hard to have personal ex-
perience. . . ‘ o *
Thus. from out ordinary experience we do not get' much sense of the
nature of the price sy st@@p or any total picty¥e of the economy asa whole. In
its structure and proportions. We take the supermarket for granted without
. - understanding the complexity of the processes by which it 1s kept stoched.-
People may bé vaguely aware in genefal that prices are rising. they are
‘e ‘ﬁkel) to be aware of the processes by which mflation.takes place. of the-
neltions. for instancé. between inflation and the total money sapply or
the totat budget defidit. Almost every body ikes'to buy cheapiand sell degr.
‘withowt “reahizipg that if the price sy stemyis distorted too much even in
directions which séem favorable. there may be large. and perhaps unfor-+
& lunate. conseqyences. There is vers little sense in the general public of the
- . importance of& Felative prices in msuring that markets are dleared and that
. googls .nr.c‘gfn rally available. and hittle uhiderstanding of the fact that price.
" control canj;:silx'bring shortages and surpluses. Pegple have very httle
‘understaiiding of the effect of tariffs. quotay or specific taes on coms .
- modities. '

: - T
- The folk knowledge of the economy givcy very little understanding of

the (;\era)ll soeial function of profit. Large ndmbers of people with no es:
perience of business thipk of dll'profi}fds “gouging.” They have Jittle sense,
that profit comes from risk bearing, from leaving the secure haven of
" government honds and savings accounts #nd 3 enturing vut dnto the stormy

- seas of*hiring and firing. of making and’sellmg: of giv igemploy ment and

hoping to reap the tewards. The Marxist picture of the emplover as a ey
plojter of the laborer who “really ™ makes the product 15 quite widespread
7n in capitalist societies ,There 15 little understanding of the r)ol(- of the

- -

9 . . ' 84 - . 85

9

[




. € ] . *
& ﬁl Y \./ . " : K .
e, . ¢« o . L -
b SO ~ s £ . |

N b 0‘ ~ /-./"

+ 7 v

,

-

coherent potgntial of labor apd tirning3 intp'activity which can produce a

. * _emplover or ¢f the capitalist in organjzing produ_'cti‘on and taking the in-
“ ln &
product Most people..even graduaté stu%bnt in econdmics, tend grossly to

> overestimate the proportion of the natjonal income which gdes into profits. _ ’
. This is actually 6n the order of 10-per cent of total income, gver 7§ per cent =~
. now going to' ages and salaries. There'is a general feeling, that somebody ’

somewhere is making enormous profits which_can easily be siphoned off S
2 a vast source of resepue.- . ‘ «
* Folk knowledge gives gety little understanding of economic fluctua-
tions. or of the remedies w hﬁ\ might be taken to overcome them. Most peo-
' ple ate unanqre that thete is a depressiont until either they or a neighbor
\ down the stfeet loses his job. Unemployment statistics mear"very little to .
people who are still employed. The dilemma of raising.employment at the
cost of a higher rate Sj-infla;iog isgsometfing that we do not learn at our
. mother’s knee' or at the supermarket. The role of banking policy or. ofithe
. , publicideficit is very’ little understood, although over ¢he last generation
ecopomists do seem to have persuaded largepunibers of people that govern-
/ ment deficits are wonderful and that the public debt is nothing'to worry*
» about But still extraordinarily large numbers'of people do worry about the -
national debt. more perhaps than is'nécessary. simply because they argue
» by analogy from personal debt into rfational debt: i )
Finally, folk know ledge tends to give us vers litile sense of the long run,
of the sortof problems we mgay ehcounter in the next fity or one hundred .
. vears.There may be some logik in that. butit is hard to expect people to be
wildly concerned about things #hat are going to happen after they are dead
or after their children or graudchildren are dead. Largé numbeérs_of
Americans, for instance. fee] that the energy crisisis a fraud, or is just the
Y, result'of manipulation on the part of the oil companies and thégovernment.
and that oil and gas will go on fprever. Few people see the relation between
- - the price of anything ahd the degree to which it"will be conserved, or see

L

cheapness as g encouragemeiit to waste. : - o
* . THeé next'question is whether formal education in schools, colleges, and
- universities can remedy “the failures of folk knowledge inegard to the
understanding of the economic system. It is indeed one of tl"ﬂ:ajor fufi
tions of formal educational institutions to remedy the ¥ai re. of {81k »
. knowledge in all fields and to give people skills which enable.them to trans-
cend their own personil experience and to obtain images of larger-systems.
. ‘x The answer seems to be that in regard to the economic system there iga,
. pretty massiveffailure of formal-education, in spite of the efforts ‘%f :
. drganizations like, the Joint Cofincil on Economic Education in New York -
and its,branches around thee country. in spite’of the efforts of the American, ',
. Economic Association through.its Sommittee.on Economic Education. The
rude fact sgem‘?to‘ be that onl:?ig\atively small proportion of people in
.this country. or in any other. go beyond what folk kiiowledge and the or-
dinary experience of daily life.can teach thgm about the economy.
There ‘are'many good reasons for this. One is that teachers, especially «
at the elemenfary and the high school lgvel, are rarely trained in edonomics. .
A considerakig proportion of social studies teachers, for instance, have had
no course in ‘economics, dhey come out of majoring in history or

. -
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geography . or even sociology and political science. The teacher below the
college level who has had a major in economiics is quite rare. Bartly perhaps
this is because majors in economics tend to be siphoned off thto more
remune;ratl\e occupations — in banking; corporatmns or government —
whereas people who have maJored in hlstor)v ,or ¢\ én other social sciences,
often find teaching the major avenue open to’ them for earning a.living.
-/ The absence of teachers is reflected, also, in the absence of teaching
matérials and textbooks. which fn this-area are generall\ vof -rather low
quahit{ at the grade school and high school level, with a few notable excep-
tions such as the materials prepared by my friend Larry Senesh! There are,
unfortunately, good reasons for this too. Academic economists on the whole
are confined to college and university teaching and have rarely_devoted
themsely es to the problems of exposition and pyblication at the grade and
igh school Ie\ el Businesses, both individual corporations and local and

ity, .again for averns g son — the business of business is
business, not teaching. The bimnessm% who support these \ entures tend to
be poor judges of their quality., as publications in this area often tend to be
propagandistic. and thg propaganda frequentlx backflres and produces
quite the opposite effect from .what was intended. ’

Another very+good reason for the failures of fornzal educatlon in this «
field is simply that other ptiorities tend to crowd it Qut. Partlcularly at t‘he
level of the grade schools and high schools, theg or 1

~ how to learn, of learning the tools of fearning X phe reading of ifcreas’

mgl\ ady anced materials, in writing agd‘e'(press on, in mathematics and
statistics — are so time consuming that the “content fields" tendto be
squeezed anyway, and of these, economics is often regarded as difficult,,
rather dull, and much hatdey to teach than, sas. history or geographv or
even politics. The educational system ifideed has so many good yeasons for
doing as badly as it does in this matter That it ¥s hard to take a ngh motal
line with it.
- The final uestions therefore, is. does, this failure matter? Does it really
matter, that we are turning out large generations of economié¢ illiterates,
.. people whose k,r;t)wledgq of economic-processes will be learned only from
+- daily life and Abeir own immediate persofal emfronments" What people
learn in daily life indeed should fiot be despised,an very important to
them It oftek teflds t¢ be mare acetrate than 4h k learning.of the
schools: simpls becausc their mlstakes fead to failur and failure leads to
" learning. E\en‘the fokk knowledge of eoufsg, can be iMproy ed, and indeed
a good deal of what goes by the riame. of‘economlc education in the grade
and high schools is lltgﬁ- more than the improsementgf the folk knéwledge, ¢ .
“that is. a consumer education —~ teaching people how tg open bank ac-
counts. how _to understand i msurance «contracts, and sp (?'n Thcre is cer- *

s ' .

"Larrv. Senesh. Rocky Ford A ('nmmuqu Ynnal Pm)'elr 19761, ane of .thg volumes
+ developed in the Colofado Svstam Based U uericulum Project. funded by the Nationat Scence
Foundation. I‘M‘a -~ TS c . e .4
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tainly nothitig wrong with this, but if that is'all that there’is the deficiencies .-
of folk knowledge remain. v I
In assessing the importance of the failure fﬁe educational system to
overcome the failures of folk knowledge. we can distinguish a whole spec-
trum of possible positions, At oné extremeé there is the view that this failure .
does not matter at all. that decisions about the larger economy are going to )
be made by a very small group of people who really, run things in business
and in government. so that if these people understand the economy that is
all that we need. The ignorance of the majority of people does not harm us*
much because they never have to use the knowledge of which they are ig- .
norarit. It must be admitted that there is something in this view. though itis #
,  pethaps a little toowcomforting to be really tomfortable. If the one per cent
of the people from whom thé makers of economic policy in government and
in private organizations are drawn are reasonably sophisticated in these
matters, then on the whole they, will'make fairly g&od decisiohs and the
economy will¥run well, whether «the 99 per cént of thee pegple knowy, .
ﬁ anything about it or not. , - - . PR -

At the other end’c of the spectrum we san take the view that widespread
ignorance of economic reality is very dangerous because it leads to the'rise ;
to power of peaple with unrealistic views e econormgy , who make large
promises which cannét be fulfilleg, who will make bad decisiens the conse- .
quences of which are multiplied because the decision-makers are powerful.
This problem is-likely to be patticularly adute in highly® democratic
societies. where the,rise to power depends ontthe ability to p?kase latge * =

. . . r

numbers of pegple.” . . rooL
¢’ - Thepoint e this pessimistic view is likely to have some plausibilite /7
" isin regard to specid] jnterest policies which benefit a few people noticeably

- at the cost of injuring large npmbers® of people ﬁnpercep'tibfy. Many . .
.~ economic policies, suchsas tariffs, ws. quantitative restrictionswsub-  *
sidies. transfers frot federal. state, apdJocal governments. and so on. have

+ . thisproperty. In many cases the aggregate cost exceeds the aggregate
\ beréﬁts. but the benefits are enjoyed'by a small group of people and hence

Ty are very visible. and the people who enjoy them are vociferous and exercise.
- large ‘pgliticél weight, whereas the costs afe widely diffused and are hencg

= unnoticeable except in a very sophisticated view. - - L

¥ The wokst possible case. of course, is that in which.both the ordinary

. f"ﬁebple of a society and its leaders are economically illiterate, so that the
"7, ° leaders'with the consent of the popilace énact policies which are in fagt -
destryative of human"and ecqnomic welfafe. There are enouglf examples of
- this. of societies which have messed things up economically, to make this a
real worry. The contrast, let us say, between Japan and Indonesia, br be-
tween Canada and Argentina, is ag jlHustration of the devastating conse-
- quences of economic illiteracy at'both the top and bottom of the society, as
. compared with the'sticcess of econopiic literacy at the top, éven though
there fiiay not be much at the bottom. or even in the middle. This, however,
is a problem for the colfeges and,universitjts rather than for the grade and
high schools, for it is in the colleges and universities that trained incapacity
".and inspired ignorance, which seem to govern the ésonomic policies of
many countries, dre carefﬁl,,ly learned. If the level of*economiic literacy-in
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the universities ., We canriot expect much from the lower schools.
-In spjte of these poteqtml dlfflcultles and-the fact that the educational
system, like any other. finds it’ quite easy to go from bad to worse rather
. than from bad to belter, there is a case for at least modegst optimism in
.~ regard to economic literacy. In the last thirty or forty years there have been
' many cases arourid the world in which economic literacy has clearly been
impros ed. This is particularly noticeable in the United States, w here. for in-
stance, Herbert Stein? has traced the growth of economic sophistication, at
least in regard to, depressions and unemploxment, from Herbert Hoover's
s ., tax increase in 1932 — the worse possible thing to do in the Great. Depres-
' “-suaﬁ - ennedy-inspired tak cut in_}964, V\l’"llch seems superflcmllv
’?an fgfe te heive been a great success, atfd may be given partial credit for ,
a decade grtho% o @oue «depression. The acadergm scribblers of one
genemtlgn as John'} ayﬁ ﬂé\ nes himself remarked ! produce the con~
ventional wisdom oY thvﬂ b m:sofa:-as this is so, it is certaml\ impor-
tant that they scribbléd righk M stakes in {he.dl‘\w{n do great dainage in the
practncal world if they Fosult iR false images 6T'ThE pratesses of society.
Even in the socialist countries we- seg a klﬁof a'learning process whlch is .
almost a folk learning by the powerful Lenin ha(f to retreat from ‘coms, . \ \\
munism in the new etor‘mmlc pOIIC\ of 1922, Stalin had to retreat from TR
the first collectis ization of agriculture in 1932, Mao had to retreatfromthe * .
“great leap forward,” that turned oWtto be a “gréat leap backward, apd
- from the Cultural Revolution. One \y ishds that the ““learning of the-po®er-
¥ ful.” which is"so costly in terms of human mlser\' coultl:be done more * .
cheapl. and \uarmusl\ through academic educatjogi. but the faildres ()f_ﬁhe . .
academics are notorious enough so that one cannot bymllopcful .:bout‘ '
* this. The fact-that it is usually much cheaper to make mistakes in schools = ~
. . than it is to make mistakes in the outside world gives one hope that the *
schools can continue” jo perform the enormously important function ofy,
.o chtungearnmg even About large and difficult’ svstems. \
. "A question shich is pdrticularly important at the present juncture is
- whether th S\sten'r of formal education can beconte more.sophlstuated
s about its o¥n posrtmn in the economic systtm. We are all aware that for--
. mal education i$ a decliting 4ndubtry, S|mpI\ becausé of the degline in ‘
' births in the past. Formal education up to now at qny raté has had a very)
',age-related market‘and been age graded to a3Jegree that is almost certainly
e\cossnv..Thé spectacular declifie in births which sook place in the United~ "
) Sta}\e_s in the J960's and has persisted in_the 1970°s has alrefdy had a * /
nmqsu"b fect on the grade schoo] and hxgh school svstems and will move
. }nt(r colle es next year. In a da\ whep infant mortaht\ has been,vir- -
‘tually abolished the pumber of puplls, let s say age 12, is-almost exactly
B R cqudl to the amb of children who were born 12 vears ago. Yhe "burgc F .
' .in jfr m about 1947 tv 1961 mmeii through't‘ho qchool system, is now * )
(
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still ifi the colleges. The trough of 1965 on is already in the gradéischools, to . ' )

- a considerable extent in the high schools, andewill move into the colleges in. *-
the 1980’s. . L . oW,

. What the educational system faces, therefore, is a management of ’

, decline. Unfortunately, we ate ill-equippéd to do this, for almost all the
managerial skills of the present generation of managers of all kinds have
beenlearned in periods of growth. Decline, unfortunately, is much more
difficult to manage: than is growth. Growth-trained managers are par-
ticularly likely to do it badly. In particular, the whole question of the
"finance of the educational system becomes much more acute in a period of
declining enrollments when all capital structures are likely to become top-
heavy, both in buildings and in personnel, The managers of education,

, therefore, nedd to pay very careful attention to the sources of income &f the
educational industry, particulatly the extent to which it isderived from
grants and the extent to which it can be.produced by exchangé Particularly
corrupting at the moment is the tendency for granting agencies, such as °
state legislatures, school boards, and ultimately voters, to increasingly in-

r  terfere in.detail with the management of these grants, gnd to withdraw
. trust and eonfidence~igom the managers. Hence the granting agencies often
destray any opportunity for increased e¥ficiency or for real solutions fer the - *
problems involved. This utterly destroys flexibility of management and the
ability to devise ingenious. solutions to these somewhat unprecendented
problems. Real responsi‘l?«ity falls between everybody’s stodls in the frantic
and ill-considered searclf for “accountability.” - .
+ In thegp days'indeed there is an acute need for a rethinking of the whole
pattern of educational finance. In the great petiod of expansion we came $o
‘ . "rely more and more on grants, especially from government authorities, to
A finz\z:zegduéation, and less and lesy on the market through fees-and through

-+ _/  prida{eborrowing. Grants, howeyer, tend to produce subordination, to im-
" pair thé)status of the recipients, 'and often to destroy the potential for _
change and adjustthents. Whether we can get the educational system out
- - 'from ‘under the grants economy to some extent is a critical question to
L\ \/(which far too little- thotihi has been given. The pr6posals of Professor Kill-
ingsworth,* -for instan®, have a, great deal-&f merit, but are hardly
. anywhere'taken seriously. This %ould take care of a Jarge proportion of the
. " finance of higher education through setting up a system of educational , ,
banks which would advancethe students the full cost of their education,
» which the educational igsfitutions would be compelled to charge, the loan .
: to be repaid by a surcharge on income tax for.thé rest of the student’s life.
N The basic argument is that education — especially higher education — isan
’ " investment for the individual, a private good more than a public good, and*
should bé financed accordingly. This is certainly not dppropriate for grade *
schools, though it is worth considering at the high school level. . -~ "~
Our experience with things like the GI Bill of Rights after-the.Second
World Wag has suggested that up to a point subsidizing the students may be
‘a much better form of the grants economy than gubsidizing the instiflition, _
“for the institutions then have to compete for students rather than for grants.
Subsidizing students or evén parents is not, of qourse, ‘necessarily the same
thing as educating the students. But at least it would seem it ‘has a fair_

»




chance of promoting education, rather than a system such as we have at
present in which the rewards, to the educational system are all too often
completel independent of what happens to the students.

Perhaps all this is a pipe dream, but if economic educatton could begin
with the economics of education itself, not only’ might this be g.,oo(l for
education. but it would demonstrate to the gducators that economics is in-
deed reles ant and that it should have ‘a larger place i the curriculum. But

perhaps this will not happen until cconomusts  themselves improve
' cconpmids. - .
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" CHAPTER X o

’ ’ The Business/Industry/Labor "
, oo Complex as Educator
h \ L] : ’ 'k

Willard Wirtz

L. e p .. President, Manpower Institute,
s A ., ’ N -~
4 . Listening this mornmg to, Kenneth Bouldmg s fasci atmg dlscussmn of
. The American Economic System as Educator. 1 found myself thinking back
to those opportunities college forensics occasionally offered to cross ds,

at least words, with visiting debate teams from one or another of England’s
great universities. I remember trying to understand the magic of their com-
mingling wit with wisdom so that each enhanced the other. I couldn’t com-
te then and 1 can’t now. Profesgor Boulding remarked in passing an the_
Exffermg of t}\e .people in Washington from delusions of certainty.”
ough I cannot disclaim either that domicile or occasionial exposure to the
symptorgs he describes, I would diagnose my own mafady of the moment -
differently: as an inhibiting consciousness g ¢omparative inadequacy to il-
lumipate further this sub]ect you have assigned both of us. even if under dif- *
-ferent titles. -
What is baslcall important in the roles of The American Eg¢onomic
Svstem or The Buséess/lndustry/l.abor Complex (whatever this slightly
sinister sounding term may mean) as Educator, involves the infliiepce that
vouths’ prospects for the future have on their learning. Stydents™attitudes
and interests. their asprrat:ens andLhngfwatnons, are unquestlonably ‘af- N
fected by the opportunities they d for them. Particularly when (e ) <
are youngcwe tend to concentrat our leaining on what we think we are
going to ble to use, especidllf to econaniic-advantage. |
.o 7 T'suspect the leammg pracess ls‘stronglyﬁffected ; toa, by the images
» . 'young, people develop in theirniinds. of men and wdmen, who have ap- ]
e parenﬂy succeeded — as the, medla and the tax, eol!e ors measure success -
Y s i—in lea(lershlp roles in. prwate enterpnset J ,
4 Perhaps the most teresting issue mvole‘ea here wh(pv youths educa- .
) '\Lﬁwlsinﬂ nced by ! JdOlaté in thetusmaslmdustryﬁabor complexof -
i e gospelbf. fhe C‘mssest ‘National Produet in histaty &¢ in the world. -
oo 4::‘? ezm GS“LbegmAto fhirt: Wlth hermy, 1 réalize that ,while these
PRI phllosgphxca} aspects of today’s sﬁbject arepart of meesr»or Bouldmg 5
- assignnjent theg, are not included in mine. Your inquiry of me is really !
;:~~ about the-opeH tonial g,spegts of this relationships How does, and can, and " -
Col should the funchanjng of busitiess and indtstry and labar relate to the car- .
£ - rying out of\fh?educatmnzd" ‘processR.._ l ’
LT o You agé_;jhgg ,tglke(i together before about the most obvmus aspects
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of this subject: the implications and the potential of “career education.” the
. possibilities of work-study and cognerative education programs, the
. developing of more effective carﬂ%n\smng and guidance procedures
s . throughithe collaborative efforts of those with academic credentials in this
. ¢ profession and others whose contribution derives from other types of
< empléyment experience. Recoghizing that none of us would remember
\Z much of what we either said or heard at those earlier meetings. it still seems
T better to simply incorporate here by reference the substance of whatever

has already passed between us. ' ' Yo
* So I should like this afternoon to try to explore. another dimension
. ‘which seems to me to be defeloping in this relationship between what we
call. the worlds of educatiod and of work, though this shorthand serves the
demands of dialogue only at some considerable expense n clarity. Indeed
this broader dimension. dodsn't really emerge until we “straighten these

terms out a little. ~ . . v

Both the established institutional patterns and our thinking about this
subject are affected strongly and are warped by the assumption that
“education™ covers only what young people do in that relatively discrete
period of their lives which starts with their entering the doors of a
schoothouse at the agh of four to six and ends with their going out through
other schoothouse doors — with diplomas or degrees or sometimes less
ceremoniously — sametime between the ages of 16 and about 22 or 23. Its
Rart of this §ssumption that “education™ takes place, by its nature, in the
course of a single. increasingly fong session. Our tern for any interruptio

bf it is “dropgling out,” which has funereal overtones.

I guess I think that the role of the business/industry /labor/
educator —/given that traditional concept of education ~ is a relatively
limited ogfe: that it is indeed important to do still more than has vet-been
done to develop the potential of collaborative processes for enriching career
education, vocational education, experiential learning programs. and effec-
tive career guidance and counseling procedures but that we at Jeast have

« * thosehpossibilities fairly clearly in mind.  ~ - . ,
Suppose. however, we were to put the question a little differently: Not,
- what is the role of the employment-world in education? Rather. what are
the recipragal roles of the educational and employment mstitutions gnd

conventionay,phrases — education and work?

processes in$dmmist(‘Fing the. chariging relationships between — using the”

‘ The point in remolding the question will be evident from brief sugges-
tion of the changes which have taken place in recent vears i this edycation.

« . work relationship. n ’ . Co
" Justa pertédation ago. at the hplf-way mark in the century, the passage
- * 4rom school to wifit came after it as « irtually standardized and relatively
routine. There were only two courses: vou went, on to college or you didn't.
There was almost always a precise point in time when education ended and
work started: the terms “graduation.” “commencement.” and “dropping

out” reflect the suddenness of the happening. o

« = Twenty-five years ago three out of every four boys and girls completed
their schooling, once and for all, between the ages of 16 4nd 18: then they
. weiit to work, either in paid employment in commerce in unpaid
. Q . ’ . . - )
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employment in the home. Most of the other 25 percent went on through
four years of liberal arts college, a few on through graduate school, and
then they, too, closed the academic doors behind them for good Vocational
education meant prlmarlly a semester of “manual training” for boys in

-high school and a course in home ec0nom|cs for girls, with quite a few of
the latter also taking some “typing.” Comparatively few young people
worked while they were in school. except during the summer. A high
percentage of boys and a considerably higher percentage of girls went into
unskilled jobs | (at least when home-making is put in this classification); and
although the assumption was that many of those entering paid employ ment
would work their way up various skill ladders, there was comparatively
little thought given any very formal *on-the-job™ training — except in the
professions and in a few trades’ Although “adult education™ was talked
about, and engaged in by a féw. it amounted to comparatively little.

This picture is sharply different today in several important respects, all

* of them involving admixtures of education — or training — aad work.

The percentage going on to some form of post-secondary education has
doubled in 25 years. A substantial part of this additional education has a
strong technical or vocational orientation. Vocational education has
develaped in significantly new forms and degree at both the secondary and
the post-secondary levels.

As the high school retention rate and the college-going rate have in-
_creased, both the number and the percentage of students seeking’employ-
ment while they are in school have gone up sharply. A doubling of the
youth tinemployment rate is itself a. significant_part of this"picture. So.
however, though its implications have been less noticed, is a more than
doubling of the youth work ferce participation rate. There has been an ac-
companying development of the practice of “‘stopping out™ for a year or
two, working or trying to work, and then going back to school:

There has been a sharp diminution during these 25 years in the number
of jobs (in comparison with the youth population) which are sufficiently un-

« skilled that they require only aminimal education. and a parallel change in
youths™ attitudes about taking these jobs. Most large employers, at least in
the manufacturing industries — which used to pick up the largest numbers
of students going to work at 16 or 18 — now hire very few new employées’

. under thg ages of 21 or 22, We are stifl only half conscious of the changes
that areﬁékmg place as a consequence of vastly larger percentages of young

. women choosing careers outside the home. .

Prmmpally because of changes in the nature of work, “on-th job trdin-
ing” has been expanded to the point that its annual cost is estimated to be in

“the $100 billion range, interestingly close to the figure for formal educa-

tion. Although that estimate is questionable, a major change has clearly

. takén place in this connection. ’ .

The previous almost incidental interest in “adult education
developed almost suddenly into major emphasis on “life long'lea
though this 1s stlll a phrase Iookmg for its content ’

-
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become in many cases a four to eight year transition marked by changing
combinations of general education, specialized institutional training, short-
term hiring out of various kinds, and then more permanent emplovment
often including substantial training elements in its early stages. Nor is
education any longer considered a monopo)y or exclusive prerogative of the
"Young: there is.an increasing expectation that adulthood will offer and in
many instances demand a return to either general orcareer-related formal
ab . e :
» education. Identifying the effects of these changes on the role of the
- business/industry/labor complex seems to me better considered.ndt in terms
of a role as “educator” but rather in terms of a necessarily colfaborative
role in administering an increasingly shared responsibility. .
Turning from what are perhaps abstractions to some specific illustra-
tions of the new needs that are developing for collaboration between the
~ . school system and the employment system, let’s look first at some of the,
developing incidents of the school-to-work passage” .

We talked before. at your meeting three’ years ago — so I mention it
only briefly here — of the increasingly imperative need for s¢me Torm of
combined analysis of prospective career opportunities and “manpower
needs’ on the one hand and current educational and trainin activities on
the other.. We keep our educational and employ ment statistfh separately, .,

] with little or no effort — except perhaps in the professions — to match them
up. We simply don’t know how many voupg people are proceeding along
what career lines. and how these numbers compare with the opportunities .
that are going to be available at the ends of these lines. Although this prob-
Term_ will not vield to statistical analysis alonethe teal difficulty is that
there is no clear assimiption of responsibility for pulling together the infor-
mation that is available. Is this up to the educators or to the
dustryflabor complex? Or to both? . v

A more refined form of this sgme’pioblem is developing as a co seqjence
of the emergertce of a variety of options so far as preparatory coursgs are\von

cerned. Although we count the opening up of these options # g¢ g, > -
s * creates agnew set of uncertaintieseso far as young peopte’S cho#th ]
.t them is concepried”” When it-Was.a matter of almost everybody's folloOvinDEl d .

single prescribed educational course’ the only decision for most young people
was.how long to stay on that course. Now. howes er. there ar\choices to be
made between “general” and “vocational” or ““techhical” courds — or even*
schools — at the secondary level: then between four-year and two-vear col-
leges; between not only private and public but also proprietary schools.
. 7 he notion prevails generally that the primary interest of the business '
’ community is in seeing fo it that larger attention is given in the schoolsto .
the development of particular skills. This notion warrants thorough re-
examination, It contribut}s subgtantially to the continuing reluctance
among e}igcators for developing overly close adminsitrative arrangements
with’ employers and labor unions. being seen as a threat to the liberal arts +
tradition. I wonder, thopgh, how accurate an assumption this is about th
employment communitv's interests. .
Cyril Busbee’s question this momning about how to cope with the
clamors of the South Carolina Chamber of Commerce that economics be
taught with a larger emphasis on the virtues of the historical free enterprise

e e -
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_ congept. i) fzed lahor’s dﬂltud( toward the educational establishment,
s.on théother Tring .X,ontmues to be cool — t\d it has been slow. for exain-
ple. to endorse thecareer education Ynitia h there are probabl\
other reasons for this — because of a f('elmg é) little recognition is
gnen to the significance. of trade. unipnisoi '}l erican political and
economic history. These “special interest” re.lcft‘?opﬁ'ar( obviousty factors
}to be given account in any consideration of the pr()’p?gﬁrole be played by

‘the business! ‘industry, labor complev inn education
means to discredit these pleqdmv;,s I suspect it has been a mustake tq feel

ougt-this is by no

1l content can be best assured by main-
d}_- sgost pl"ada‘ng regarding it. If that
g oI5, Detyy lucation and the rest of

“that the #; ralance in cE:
taingan aloofness fmg/t ]
wds ever true. the ‘.¢ d

the life experience Ky

It isimportant e enty between whatever the
views may be in various segments of the employmen} conununity about the
balgice and biases of educatl%ﬂs\pl‘:llosophles anc th( very different ques-
tion of the distribution of emphasis betwéen “bsic’ " and,“liberal arts”
education on “the one hand and skill training on the other. I hear more and
more emplo» ers complaining not about education’s underedhphasis on par:
ticular skills development but rather about the unpreparodness of young
_people so far as general work rmdmess is concerned. “Let the sghpqls just ;
“be su eopI( know how to read 4 d write and do arithmetic.” it is com-
mon“ut “and then we will do ‘the rest”: or perhaps even more
charactenistically ““read and write and do arithimetic and shape up.”
Among workmg., peoplv » perhaps most particularly those who have
themselves had the. least educationai advantage. there it often strong op-

.

A

position tognoying their children onto vocational tracks. giving them larger

helpings of. whrkstudy opportunities. or ‘encouraging thete earl\ school
leaving sy ermg\‘spcual employment opportunities. P

We shouid question seriously the assumption that cmplo)e/s primary
mtere‘sT in education-today is in assuring a makiihum supply of Joung peo-
pJp with specialized tri’inmg tha® makches \as ailable work opporlumtlu
Although most of the talk was in those terms ten of Tifteenyears ago. it ap
. pears on ‘clearer hindsight that this was primarily part of an attempted ra-
tigrialization ,of the rising vouth iinemployment rate — whlch,mrns out

¥ e WY

now t muctr d&tper causes.. I dopit beligVe" r\inerlcan Businessmen’s
AN

“Targest! Qrn. iy this area today wabdnﬂhc skill- -training_ students get in
_sehool., hey' seem_fo me ianreasmglv consgjous rather ‘of the broader

problem of how to improve the handling of a youth- tmndultho()d lrapsition
period which is n()w characterized by 20 percent unemplO\ ment ratés — up
to 50 percent in the inner cities — and whichywould not be significantly -
chianged even if there were a perfect mﬁ \Leen student work skills and
available job-oppertunities. The busines$and labor leaders’ concern js less.
I think. as employers and union leaders than as taxpayers and résponsible
citizens who- recognize the losses and costs resulting from this system’s
having some way gotten out of kilter. The concern is not-so much with
. edycation in the traditional sense as it is with working out with educators
some new ways of hand]mg this passage betwcen lc'trnmg and earning a
living — where nobody is presently in charge. . .
e
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There is a related development here. I am not clear about the factors
that are involved in the apparent marked inérease in the past ten to fifteen
. vears in the amount and the formalization of on-the-job training in so many
industries and with respect to so many different”kinds of occupations.-]
. suspect it reflects primarily changes in the nature of a good many kinds of *
work, the widening, effects of technology, and a general tiftipg of skill
. levels. Whatever these factors may be, this development clearly involves a
' significant shifting of resporisibility so far as the etlucation/training func- -
tion is concerned. It makes increasingly ingperative some further analysis of
# the distribution of this function betwﬁp}'s’choqls and employers.

What is the sensible approach to® this situation? Even this cursory
review of some of the factors of change involved hede makes painfully ob-
vious the insufficiency of any attempt to dispose of {ffe matter by improving
the counseling and guidance function. The need i{not for maze and better
counselors but for architects. These aren’t problem\the school systems can _

"handle alone or even with the:"*advice” of industry ahd labor councils and
boards. There i'a joint, responsibility ifvolved here. p

Let me make just some little suggestions about possible starting ap-
proaches to the discharge of this joint resyonsibility. It involves, again, get-
ting some more facts about this situation. I know the problems that are in- Q

¢ volved in any attempt at evaluation of egﬁé'ifia)aband training programs.
It seems to me, nevertheless, that there”must be — and that there.are —
ways'to find out more than we presently know about what education/train- \5

ing patterns make superior sense with respect to different types of occupa-
tions. We have done this with respect to the professions — depending in this
.. -2rea, incidentally, very largely"dn practitioners and employers, along with
" educators. It seems to me that the same thing ought to be possible, at least to .
some cegree, in connection with other types of careers. :

Suppose joint councils — including teachers, employers, fabor union
leaders, and community representatives — were sét up in. local com- ]
muriities, probilbly coordinated at the state level, to cqpsider precisely thesew %

¢ ® questions of what kinds of education/training pattéins make the most sense s

' in various career areas. I know about the vocational education advisory
councils. Yet whether correctly or not, it seems to.me that most of these -
councils are focused orMoo narrow a set of possibilities and that they reflect |«
00 oftén an institutional bias. The broader. problem is how to work out a ‘

* . youth-to-adulthood tragsitional program. - - .
Suppose th&f‘ﬁb’?ﬂ thuly comprehensive longjtudinal study wese
- uridertaken — with representative cohorts of young people being followed ~' .*
ffom say age 16 to age 25 as they pursye varfous education/training courses
Y toward various career objectives; and suppose this coulld be set up so that a

new starting cohort would'be picked-up by the study each year. [ know the
* * difficulties: that the expense is great and that this approach, will take ten T

-

-~

.

—~ _ years td produce:-results. ) e, .
I suspect the cost may*Yo as high as one-tenth of one percgnt of the cosf
of not awg the information such a study would give us: Afprthe tife in- . °
volved Fwell, it’s like planting trees. I wish, too, that therewere timehere . - -
to talk through some of the possibilities of relatively inanediate retroagtive. - |
r‘longl’tlfdl'tril.studies — taking cohorts of young people. ngw in their late - °
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twenties, some failures as well as some successes. and then tracing their ¢ase
_ histories backto see what these histories suggest: .

v This is too little to be persuasive, perhaps too much to be discreet. But
someway or other an _informational base has to be laid for a collaborative
undertaking to develop a youth'to-adultheod, education-to-work, policy -
based on something better than the now anachronistic illusion that these

. 'are separate worlds, connected by bridges that can be crossed in a single
day. Tirning to the area pf “'lifelong learning,”” I'd like to pick up with a
particular development which may not be very important in itself but o
which illustrates the chranging relationship between education and work.

This has to do-with the so-called ‘‘tuition refugd” plans which are now |
becoming commonplace. at least on paper, in larger companies. These are
programs. as you know . involving employ er undertakings to pay .aH or part
of an employee’s enrollment costs 1n connection with education or training

* -courses Taken during the employee’s off-work hours. -

= = Until comparatively recently, most tuition refund plans were set up by |
employers unilaterally. A study being made presently.by the National Man- |

- power Institute indicates a substantial movement, however, toward the in- |

<"+ clusion of provision for such plans in collective bargaining agreements. A

review of the approximatély 2,000 agreements cavering 1,000, employeés

.. or more discloses ane form or another of employer commitment to provide

‘ ze('iucat,\onal assistahce to some 280 of these contracts. The total potential”

cost involved appears to be over $1 billion annually. . :

. It is ‘hard to appraise the significance of this development. It cop-
ceivably portends a major expansion of educational opportunity, possibly a
sabstantial shift in educational and training patterns,” perhaps even a
significant change ‘in the allocation of the costs of education. These plans <
may be important.both in connection with youpg people’s decisjons about .

«when to make their moves from school to work and in relationship, beyond

‘ this. to the wholg continuing-education concept.

There 1s a marked difference, hGwever, between the pattern of this
development on paper and the use so far being made of these plans. Only .
abaut three or four percent of all employees eligible for such tuition aid .
progkams appear to be making use of them, and our prelimjnary estimates .

_ are that no more than five percent or so of the employer dollar commitment <

x  is being picked up. In the General Motots Cadillac plant in Detroit 260 '
employees received tuition aid payments last year, at a total cost of about
$235,000. These figures compare with 10,000 as the approximate nuimber
of eligible employees, and a potential company commitment of about $10

) milliop. K ’ :

.In general, tuition aid payments are limited to job-related training. In
one contract, however, there is provision for tuition aid payments to permit
all employees aged 60 or older to take formal retirement traitfing courses,

and almost.all employees in this group are making use of the program. A

number of contracts provide for employee leaves of absence for educational

and outside training purposes. '+~ ) )

5. The tuition aid.practice.is probably less signifjcant for.%hat it amounts :
to so far in itself than as illustration of the possibilities of introducing new e
flexib.ili?' into what was traditionally the virtually complete separatism
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+ of education or outside traming at the same time.

‘betsween education and work. :
There may well prove to be larger eventual significance infhe already
evidenf movenment tow ard the introduetion of alternative wogk schedules of
Y onekind or another Fuiltime employ ment. eight hours a tlay. five dys a_
week, makes it difficult'for most employ ees to take any sfgnificant amount
re are increasing
(lem'ands. however. for changes in this traditional work s heduling. Women
are insisting increasingls ‘on opportunities for partfimé employ ment. More
*and-more consideration 1s being given to flexitigé work scheduling. under
which employ ees can shif? their working hoursfo permit their engagement
in other factivities — induding substantial Bart-time or even full-course

» edtcation ,I suspect that the timing of th¢’ now almost certain, eveptual

large-scale expansion of significant “conti uing education™ hinges in large
measure od what is done with respect £ the development of alternative
work schedules. . .
= [venture this prediction. though imidly with Bill Pierce present: that
by the vear 22000 just one generatfon from now. a third of all institu-

« tionahized education will be taken b¢ men and women over 23 vears of age.

following a period of work. and thdt in another generation bevond that. this
figure will be up 50 percent To think aboutseducation on the basis of an
assumption that it involves only fouth and only what people do in the first
third of their'lives is hike thjﬁkig{g of engrgy policy solely in terms of thé use
of fossil fuels. To the extent thig is true. the role of the industry, Business: la-
bor compler in remolding its practices and conventions to the demands of
this hfelong learning process becomes a good deal clearer. f
There seem to me three reasons to expect this development. They have
nothing to do with education’s being one of life’s ultimate satisfactions.
Reason number one in order of immediacy is that women are going to
demand the opportunity to fequalify themselves for second careers follow-
ing career motherhood. Thep have 39 to 40 percent of the jobs in the work
force now In another 10 td 15 years they aré going to have half of.those
jobs This will mean. almpst mesitably, a substantial amount of adult
education to include what it takes for women to requalify themselves for
something else after going thdough the business of motherhood.
" Reason number two is that the nature of work. more Broadly the nature
of the employ ment relationhip. is today evolsing along lines which mean a

, rapidly increaqpg need for career or occupatjonal change requiring off-the-

job training. More and moge people are bein displaced almost suddenly by
maghines which can do their work as well as{they could do it before, and at
a lower rate. This is Boundto mean an incregsing need for retraining in the
course of their experience| Fred Burke and Dan Taylor both asked this
morning whether there is sqme exponential dpvelopment of complexity here

« which is lbading us toward disaster in one fofm or another. I don’t think 5
y

= if we accept the necessity) of renewing people's competencies s6 that the
can cope with circumstances that have charjged since they left school.

Pojnt number three may} seem to contradlct this. I think it is going to be
{rue that more and more pédple are going to tike more and more education
#dring the middle and later periods of their liYes\because they aren’t needed
in the work fotce, at least.ds we have traditipnally conceived it.
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¢, Tolook back 1s to wonder whether we have made some of the gains and
advances i expdnthing educationgl opportunity - in -this country  for
Huwnanitarian orq‘orpurd‘\meuinomic reasons.:l don't know whethér we in-

creased the school Tetentiolrate in this country in the 1960s because we felt

it was a good thing for voung people to have more education, or whether
we decided to increase 1t at that point because we were running ofit of jobs
for vouth i : .
The work week at the beginnipg.of this century was 70 hours a week
for most people Today it 1s 33 to 40 Has that changée come as a conse-
quence of humanitarian impulses or because there just isn’t enough work in
this coyntry today for evervbody tg do for 70 hours a week® We at least re-
mind oursehves that the fair labor standards act. the mimimum wage law.
. wads put into effect in 1935 solely as a work distribution proposition It
Wasn't that we theught it would be a good or a humanitarian idea to pay
people more monev when they wor vertime. It was because we wanted
to puf’a penalty on the* working overtime. we were trying to spread the
work. v .
. 1 don't know whether we developed the retirement programs in this
country out of a concern for the dignity of older people or recognition of the
economic efficiency’ involved, or simiply because it began to develop thaf"
there was ne longer enqughgfor older people to do. Our rhotives becoi
suspect becatse we added-the concept of compulsory retirement. e
The only way we can today hold to even a 7 to 8 percent ungmploy-
ment rate 1n this country is by turning more and more older people out to
pasture earlier antkearher and by pos\t'poniﬁg the entry age of )o_uné people
into the work force. . . .
Let™me use g half-truth, which means it is half false, to make what

-

seems to me the central point about the role of the Business/Industry/Labor -

Complex as Educator. That role could well be identified as being to provide
enough work to make education worthwhile. THe quality of falseness in
such a statement 1s that it obviously disfegards what most experience since
the Golden Period of Grecian history has confirmed. The part that is true is
_that the functions of education arid work are going to have to be coordi-
nated 1n a manner that takes account of their reciprocal relationship,
After ten years of careful analyzing of this relatjonship, Sweden — to
which we often look for a ‘glimpse of our own future — has now decided
that the right answer to youth underemploy ment is to ration higher educa-
tion. Starting next month..or perhaps in January, only 38,000 students will
be permitted to errdll in post-secondary education courses,*and these
enrollments must be kept within specified ‘maximums in six or seven
specific ‘subject matter areas.” These maximums; as well as the over-all
figure, have been arrived at’by identifying the manpower needs that would
be expected to develop in these various areas. . ,
Unattractive as this Swedish solution sounds, it at least illustrates what
a wldly logical answer to today’s apparent dilemma of too much education
for too few jobs might be. There are, moredver, some other interesting
aspécts of the new Swedish approach. While young people’s entry to,the col-
leges and universities is to be curtailed, adults will be‘encouraged to return
. to what we would count both seeondary and post-secondary education.
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This seems to.us. given our {nndit_'mning. anomalous. Yet this 1s only. whén
we think ‘about it, becadse of our assumptions about where education
should come in the life pattern. .

A recent report by George Bonham in Change Magazine 1s that over 25
percent of the ddults/n Sweden are "engaged in some form of adult educa-
tional program. usually one of the hundreds of study circles sponsored by
national labor and industry organizations.. .* N (

This is a dangerously incomplete reference to what I suspect 1s a major
step, in Sweden. toward an attempt to work out constractively a coordina-
tion of education andt work. more broadly a constructive redistribution of
the education and work functions — antl satisfactions — in life’s pattern.
This 1s what a consideration of The Business Industry Labor Complex As
Educator 15 all about. .

Having exhausted not my subject but my time. Jet me close by sug-
gesting that we will probably get faster to the right answers regarding the
relationship between the stewards of the educational and the empioyment
systems by thinking this all through in terms which take full account of the
fact that these are hard times fogpoth of these sy stems. The key to effectiye
collaboration here is perhaps suggested by .Lewis Cartoll’s quatrain — 1n-
volving‘two characters whese identity Thave forgotten —,n The Hunting of
the SngPk: : .
“The valley grew narrow and narrower still. .
And the night-got darker ard ¢older. )

. “Til only from nervousness. not from good will,
Thes marched dlong shoulder to shoulder.

»
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Public Education: The Schooi- and the Other Educators

{
Lawrence A. Cremin %

President, Teachers College

I have defined educa/tlon in my fecent wrltmgs as the dellf)erate
. systematic, and sustained effe’rt to transmit, evoke, or acquire knowledge,
" attitudes, v alues, skills, and sensnbllltles. and any learning that results from
the effort, direct or indirect, intended or unintended.' The definition
stresses intentionality, though I am well awdre that learning takes place in
many situations w here intentionality is not present. It makes room for study
as well as: mnstruction, thereby embracing the crucial realm of self-
-ediication. And it acknowledges that, behavior, values, and tastes are in-

volved;as well as knowledge and understanding. It sees educationas a pro-/ _

cess more limited than what the sociologist would call sdcialjzation or the
anthropologist enculturation, though obviously inclusive of many of the
same phenomena And it recognizes that there is often conflict between
what educators are trying to teach and what is learned from the ordinary
business of living.

The definition is latitudinarian in at least two major respects. In the
first place, it permits us several angles of vision with regard toghe interplay
of generations. Education may be viewed as intergenerational, with.adults
teaching. children, the most common arrangement, or with children

teaching adults, which'is less common but often quite important, par-/

ticularly in immigrant societies (recall Oscar Handlin's poignant remark in
The Uprooted about the meditative role of immigrant chxldren in inter-
pretmg the new culture to their parents and grandparents — “‘the young
wore their nativity like a badge that marked their superiority over their im-
migrant elders”).2 Education may also be viewed as intragenerational, with

children and adults teaching one another, often aeross social or cultural *

. boundaries, or it«#hay be viewed as a self-conscious coming of age, of the
sort reported in so many sensitive autobiographies. The several perspectives
*are more than a theoretical nicety. They poiniafo the complex variety of
educative processes going on at any time, in a given life, or institution, or
community, as people shift roles from one &ducational situation to another
or indeed play more thar one role simultangously.

Second, the definition projects us beyond the schools and colleges to the
multlpllclty of individuals and institutions that educate — parents, peers,

. ¢ " S

"The paper draws subst.mh.’lllv upon Lawrence A. Cremun, Publie Edugation (New York.
Basic Books. 1976). and Traditions of American Education’ {New York. Basic Books, 1977,

10scar Handlm. The Uprooted (Biston: Litfle. Brown and Companv 1951). pp. 253-254.
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siblings. and friends. as well as families. churches, synagogues, libranes,
museums, summer camps, benevolent gocieties. agricultural fairs, settle-
ment houses. factories. publishers. radio.stations. and television networks.
It alerts us to the numierous occupational groups lonly some of which have
been professionahized) associated with educational” institutions — Joan
Cooney and her colleagues at the Children’s Television Workshop are
educators, as are S Dillon Ripies and his colleagues at the Smithsonian In-
stitution_and Frank Oppenheimer and his colleagues at the San Francisco
Exploratorium — and it directs our attention to the variety oﬁjcdgogiles
they anploy oLt . . .

We have traditionallv thought of only the school as having a cur-
riculum, byt the fact 1s that many institutionsghave curricula that are guite
exphat and well defined Every famuly bas a Curriculum, which it teaches
deliberatel and sy stematically via conversations around the dinner table.,
stories in the bedroom. pictures on the walls, and a relentless process of
modelling. explanation. praise. and punishment. Evers church and
svnagogue has a curricalum. which 1t teaches equally deliberatels and
sy stematically. The Old and New Testaments are among our oldest cur~
nicula, as are the Missal and the Mass, and the Book of Common Praver.
Thés impose meaning on existence at the same time as they seek to order the
most fundamental relationships among human beings. Ev ery employer hds
a curriculum. which mcludes not only the technical skilis of typing or

, welding orvending or reaping but also the social shills of carrying on those

.activities in concert with others on given time schedules and according to
established expecations and routines. One can go on to pant out that
librgries have curriculg. museums have curricula, Boy Scbut troops have
“curnicala.” and dayv-care centers have curricula, and, most important,
perhaps. radio and television stations have curriculg — and by these cur-
ricula I refef not only to programs labeled educational but also to news
broadcasts (which presumably inform), to commercials (which teach peo-
ple tawant). and t soap operas (which remnforce certain popular myths
anel valuey).? -, ‘ AR
The definition serves other purposes as welt. For one thing, 1t directs our
attention to thé relationships among the various mstitutions that educate,
dnd to the effect of one institation’s efforts upon another. The rapid-fire
pedagogical stvle of a program hke Sesame Street. Aoresample, will in-
evitably afféct the activity and pacing of teachers in day care centers and
Kindergartens The presence of fundaméntalist churches in a community
 will inev itably affect; the way values are taught in the elementary school —

2

"On famlal educavon see Hope Jensen Lewchter od . The Famtly as Educftor ;New Y ork-
Teachers CMege Press 19730 There s an immense hterature on homiletifs. or the art of
preachiog which s rescaling of the <hurch or svnagogue as ediicator inats (i right, as cgn-
trasted wath the Iiterature of “rebigious educatin,”™ shich tends to deal mére limtedls with
dassroom teachmg under church or s nggogue auspices. On the factors as educator fsee Aley )
Inkeles and Dasid H Smth Becoming Modern Indicidual Change i Six Developing Coune,
tries (Cambridge Harsard U Ik\ ersity Press 1974 On television as educator, see Herbert ]
Gans, "The Mass Media ws an Edagational Tpstitution, [ elevision Quarterly, V111967
20-37 GeraldS Lesser Chaddron and Teletision Lessons from Sesame Strectd New York Ran-
dom Howse 19741 and the seseral essavs i Richard Adler, ed . Telotston as a Socsal Force

\ New '\!rprmuhr\'l() F\, Crincim €\ew York Pryeger, 1975)
. . A Y
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that. or cburse, was the essence of the conflict in Kanawha County, West
Virgipia. during 1574 and 1975. And the presencecof a large automotive
plant nearby will evitably. affect the way vocational guidance is con-.
ducted in the high school — aslke Arthur Jefferson, the superintendent of
schools in Detreit, whether the presencg of General, Motors makes a dif- ~
ference Moreover, even in the‘best of worlds. educative instjtutions are
often in’cqnflict. Family and school may share a mutual concern for the
child’s"intellectual dexglopment. but the teacher may be more demanding
at the same time that the parent is more sustaining — the tension is at the’
heart of William Gibsons lovely dfama The Miracle Worker (1960), about
the education of Helen Keller. Or the teacher may attempt to liberate (by
offering.intéllectual, moral, or vocational alternatives) at the same time .
that the parent attempts to constrain — think of the countless instances in
which parents prefer the immediate earnings of a dependent child to the
continuance of a school careeg that would defer earnings but almost cer-
tainly increase them once independence was achieved. Or, bearing in mind
Jerome Briner's distinction between enactive, ikonic, and symbolic learn-
ing. the family may emphasize enactive and ikonic education (particularly
as 1t medliaTes the effects of television), while the school emphasizes sym-
bolic education. and in the epd the sy mbolic education may end up in con-
flict with what the family has been teaching.* .

The definition also enables us to shift out perspectis fom time to time’
angl to view education from the vantage point of the clien® focusing on the
various ways in which people engage in, move through, and combine
educational experiences over time It is a truism that individuals cbme to
educationgl situations with their own temperaments, their own histories,
and their own purposes. and that different individuals will interact with
parhu{lar constellations of educative institutions in different ways and
with different results. Yet the truism is often honored in the breach. We
have developed elaborate sy stemk fox determiging what teachersare actual-
Iy teaching from one grade to the next and for agsessing what students ap-
pear to have lgarned, but sve have no comparablé means for separating out
what parents. pastors, peers. or television programs might have con-
tributed, with the result thatthe school tends to receive the full praise or the
full blame for whatever occurs. When a youngster enters school with a
deficity whether 1n knowledge or. more importantly; in the techniques and
habits of learning, the school may make a Herculean effort that results in a
modest gain on the achievement scales, but the school gets blamed forabad .
performance. Conversely, when a youngster enters school with a great dzal
of knowledge and a weLLi(fe\ eloped ability to seek out further knowledge,
both of whicli have been eafr&}(fr(‘)m parents and peers of similar cultural
. background. the school may make a modest effort that shows up brilliagtly

.on the achievement scales, afid the school gets all the praise. IL\T) colldgue

John Figcher likes to tell the story of the schdol for tall people, for which

the a(lle‘f‘ion requirement is to be six feet in height. Tt graduates. lafge

numberal talPmen and women, and then proceeds to take full credit for

that remarkable achievement. S / . i

/ ~

‘Bruner explicates the distinetion m The Relevance of Education (New Y(\rk ww Nur\(?n. L
19T h, pp 7-8. 18 , :
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" achieve certain social goals, they tended to rely on families and churches; *

~

¢

The definition is also helpful in the realm of policy making. It enables
us historically to trace the shifts frox one era to the next In the educationa)
institutions on which the Amé'rica:g)eople have “placed their bets,” so to
speak. For example, when “colotiial Amerieans turned to education to

“one finds only passing mention of the schools. in “séventeenth- and
eighteenth-century tracts on education. The great shift of the early national
period was to begin to stress the schools as jnstrurhehts ‘oT_public policy,
though it shpuld be noted that’the churches were far'from forgotten. The
same genefation that enacted the early laws establishing, comprehensive

publt schodl systems also disestablished the churches, but they continued

to relv on the disestablished churches as instruments of public policy. One

need only recall the historigaties befween those churches and the public .

schools of nineteenth-century ’American to recognize the extent to which the
two institutions worked in concert, or indeed to contemplate the striking
similarities in substance and values between the McGuffey readers and the
pamphlets circulgted by the American Traqt Society.

It was not'until the twentieth century that Americans came to rely
almost exclusively on the schéols as their educatigngl means for achieving
certain public ends, and even then social policy always assymed that
families and churches would perform certain crucial educational tasks.
And indeed, it is the growing uncertainty about the validity of that agsump-
tion concerning families and churches that has given rise.to some of our
most serious contemporary policy questions. A steady decline since World
War I1 in the prestige and influence of the churches, coupled with profound
changes in the character of ‘the family deriving from the mavement of
women into paid employment, the rise in the power of the peer group; and
the rapid extension of television viewing, has occasioned' radical shifts in
the overall ec%logy of education, in the relative significance of the several

. educative institutions, that may well call for fundamental changes in the
way educational policy, is conceived and formulated. . T

Finally, the definitidn is helpful in forcing us to contend realistically

with-ous present educational predicament. Whatever the immediacies of

demographic changes, financial stringencfes, and the policitcl dilemmas-

ansing from teacher activism and legislative intransigence, it is nqt these
that are causing the crisis; the real crisis runs deeper and involves the very
nature and sources of education. And unl}ss we are able to alter our ways of

little chance of achieving lasting solutions. In this respect, I have argued
* that we l‘/ust begin to think comprehensively and relationally about educa-
tion; as Well as publicly. By tomprehensively, I refer to the range and
multiplicity of institutjons that educate and the need to consider that range
and multiplicity when we make policy. The fact isTthat the public is
‘educated by’ many institutions, some of fhem private agd some of them
public, -afid” that public schools ‘are only. one among several important
public ipstitutions that educate the public, There are, after all, public

libraries, public museums, public teleyision, and public work projects, the*

most extensive of which are the military.services. Obversely, it is important
to bear in mind that all educational transactions haveboth privhte ard

PP
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pyplic consequences. Family nurture that enjjourages mdepbndence

- “chifirch teachihg thdt condemm#family planning, industrial ag)prennceshlps
tHat exclude members' of mincrity groups from participation, television
nfjns programs that dramatjze the human consequences of mihtary opera-

"4 t{pns — these are but afew exam le§ of private educative efforts }hat' héve

ofound public consequentes. ,

To think comprehensi ely aab ut educétlon _then! we must consider
slicies with respect to thc;full range\of institutions tHat educate. To be con-
rned solely with schools, given' thd educational reahfies of the contem-
orary world ts to have a kind of fortyess mentality 1n the midst of a fluid
nd, d\ namic situation. Educatigh mus bc\looked at whole, across the en-
ire life span, and 1n all the Situations d‘nd institutions in which it oscurs
viously, public policy will not touch and ought not to touch every situa-
jon with equal intensity — that happeétis in\ in totalitarian societies, and
even 1n totalitarian societies it never happens quite as efficaciously as the
leaders would prefer. Indeed, there are some situations public policy will
10t tqucheat all. But it must at least consider t‘ach so.that wise choices can
be madg as to whem to invest what effort tp achieve which goals with
respect to which clienteles The United States' Congress already does this

the family). State legislatures do this when they assign funds-to the state arts
counail rather than to the state university. ‘And‘local communities do this
when théy decide in a period of findncial stringency to close a public

possnlnlltus be understood far more explicitly than in the past and that

than whimsically, with a full awareness of educational consequences.

By thinking relationally. I mean that, whenever an educational effort
goes forward. it should do 50 not 1n isolation from other&;ducatne institu-
tions but 1n, relation to them. Individuals come to educational situations
with-a hlstor\ ot ¢arliér educational encounters and wiith tf\e likelihood that
there wdl ke contempora ry and subsequent educatle)ngl encounters

elsewhere The potnt of thinking relationally is simply to'be aware of these
“other encounters in designing any program. For parents, day- are workers,
schoolteachers, pastgrs, editors of children’s ency clopedlaS\ fraining of-
ficers in industry. and directors of senior=citizens’ centers the .message 1s
essentially the same. whatever is done, to be effective, must })e dape with an
awdareness of what has gone on earligr and what s going on (,]sewhere For
the day-care vxor'ker to be unawage ‘of the‘language learned in ti‘(e family,
for the schoolteacher to be unaw are of the Head Start progra h% the day-
R t.dre center, for the dstor to be unaware of the rollg,lous obsx vance — or
lack 81t = in the fdmll\ for the editor of the children’s ency cle pédja to be
unaware of the elementary school curricslum, for the industrigl Qrd;mngof
ficer t\o be unaware of the high school vocational program. and. or the
+adult edducator to be unaware of w hat'is being shown on televisio 19 sheer
idiocy, %n the root meaning of that word, namely, removal frgm \oua(
rmht\ I'should add. incidentally, that ta be aw dre of the other educators is
4y ot ne(<s5§_r|l_\t to succumb to them. or to res ptzjd to them, or even tq take
\ ] Voo

-
-

. . \
.

when 1t decides to allocate so many dollars to children’s television rather,}
than schooling (and in dealing with children’s telm ision it |n§\ itably affects

“ library rather than a public school. 1 would only ihsist that the range of
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account of them? it is merely to'canvass them from the viewpsint of one’s ’

* own curriculum in the interest of achieving maximum effectiveness. To

avoid the canvass is to risk-duplication, or ineffec ality, of, worst of all, ir-
Felevance. S ¢ S .

. . . [ . ."/\ ‘n
II . . LS .

I have put forward these formulations th an effort to ‘encompass the.
various elements Kenneth Hansen has built into the program of the Sum-

" mer Institute. Wilbur’ Coheh and Sidney fohnson have talked about the

-

fainily as educators; Joan Cooney has talked about the mass, media of com- -
munication as educators; Stephen Bailey has talked about the political
system as educatars: Willard Wirt7 has talked about business andgindustry

as educators; and others have talked more generally abeut the educational

effects of the arts, religion, nutritions bio-chemical realities, the economic
svstem, and the American culture in general. One could proceed to s_yn~'.
thesize these elements in various ways — by explicating, for example, the °.
different procésses by which policies are determined in the different :
svstems, or by indicating the-various points at which each system impinges .
on.the others, or by charting the movement of particular individuals and
classes of individuals through the several systems (though, as Nicholas ,
Hobbs of Vanderbilt University has pointed out, it is ofteh exceedingly dif-
ficult to move from one system to another).* What I sholild prefer to do, :
however, is to view the complex panorama, of American education from the
vantage pdint of the school. How might educators working in the schools

take proper account of the phenomena described heret Perniit me to
organize my comments around three theoretical concepts borrowed from

" the work of my colleague Hope Jensen Leichter: engagement, linkage, and

agenda.® ~ 4 2 ¢, . ’

First, engagement. If we review the several-areas ‘of the school’ cur-
riculum, we become aware that in some the school originates much of what
it teaches, while in others the school is a “Johnny-comeslately.”
Mathematics is a_prime example of the first. In mathematigs, the student
learns much of whdf he needs to know for the first time~in the classroomd
(though with the hew mathematics serieg now available for television g

through the Education Dévelopment Center, that may become less gnd less .

\('
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true). So also with foreign languages. There as well, unless the student hap-
pens to choose’ a language regulgrly ugsed at home or 'in. church or
synagogue, he learps virtually all of what he needs to'kridw for the first.time
at school. In other realms, howebr, English, for exainple, or secial.studies
or hvgiene, or the arts, or the domain of morals and values — the child has
his first"learning and possibly his most persuasive Jearning earlier and
elsewhere. In these areas, it is infjortant for the sehool to engage the jn-
structiqn of the other educators and seek to strengthen or complerhent or
criticize or contravene that jnstruchon, @r;_more generally, try to develop |
in students an awareness of that instr ctipn a an.abilityl{o deal gritically * -

- 7 ORI o T

“Hobls inakes the pont i The Futures of (,’h(ldren tSan FM J()g\ﬂBd\\. TSN\ .
~*See, for evanffple, Hope Jensen Lerchter. “"Somedfréptctises on the Fargiby s Educator,” .
m Lewchter, ed . The Famidy As Educator, pp. 1-43. and The Famuly mﬁay'& Educational

World (Chicago: The ,\'&tmn.ﬂ. PTAS 1977) . Py .
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and in'd('p("nglcntly with it. -
A tew examples Tnay be dited to illastrate the several kinds of epgage-,
ment. Strengthey. A voungster from A mugical family begims violin lessons
- atan early age and becomes a fairly aglomphshed performer by the time he
. 1y twelve. The mitdle school Can_encourage him. giving him credit,
perhaps, and making{ttun concertinaster of the school orchestra; but the
essential dvnamism of".thdt phase of hiseduc ation_is outside the school and /
“will probably retam there. Complrment. The mot_iofl pieture vérsion of
Oliter Tuast appeqrs i a Tocal theater that features reruns. The high school
can modibty ats curricatum to introducé the novel itselt into a number of
English and history dasses For some students, the film wall be a letdown:
«  tor th& have developed that remarkable capficits to imagine more mchly
from good literature (hdny_\ film maker-can do 1t for them. For most
- students, the film will belngthe novel to bfe in ways that would he difficult
to accompiish withofit dramatization. For all students, the fiim will pro- |
\ e arropportunuty to develop agritigal visual hteracy that extends bevond
so-talled good hterature to the modern popular arts. Criticize: Several * ,
“ talevision series featuring the police (soméone hds called these series the
Westerns of the date twentieth century) are enjoying runs during prime
. time The school can help students to scrutinize the ways in which the
dramatizations deal with the First- and Fifth“Amendment rights of citizens
and to compare these with the mterpretations of the courts. It can also in-
,-;—L * vite some real policemen in, via the Rocational guidance grogram, o talk
2T about the actdalities of the job. Contravene. Packages of ni*\l) introduced
breakfast cercals and the television commercidls that adyertise them make
certain assertions about the nutritional value of the cereals. The elementary .
school can test the asgertions against g(*ncm”x accepted facts abbut nutri-
tion and let the youngsters draw their own conclusions. . \
The corfeept of hinkage 15 Closely related tohe ¢oncept of engagement.
It stresses the fact that to do some of its work well-the schogl ‘must col-
labogate with other educative istitutions. It i more than a mafer of find-
< mg “realistic” locations for academic teaching, it is rather that sorpe things .
&dt are important to tearn can be learned better outside the school. The’
chool dim collaborate with the fannly, for example, (n.a host of ‘projects
that range*from parent-assisted homework to the exploration of particulpr
ethine traditiofls of cooking, costume, folklore, and music. It tan join wigh
the church and syvnagogue for the gelebration of parficular religious
ceremonies, not, as with so many released-time-programs, because of any . .
assumption that religion 1s not the business of the-l:f!}\ol, but rather because
what the school ought to.be teaching about religion needs to be exemplified
by forms of hiturgical experience that are inappropriate to the school.” The
school canjoin wath the librargand‘the museum in the development of live-
N programs of local historiography, and indeed if.the museum’s collections
are‘of aesthetic worth, it can sepve as a u/r‘riquel) rich locale for schdol- |
.

-
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My colleague Philip TE Phemy bds written ancisivels and persuasivels concerning the ™

S school s unasoidalde responsibiity for religious education Seée. for example, Phenn [ntellig
Wole Religron (New York Harper aind Brothers. 1954f, and Religious Concerns m Contemporary
Education A study of Recaprocal Relations (New York Bureau of Publications. Teachers Col-

“lege. Columbia Umveraity  1959) . ' - . >
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/ sponsored programs of education in the arts. The school can join with the
» community recreation center in multigenerational programs in the crafts,
. the dance, music. and athletics. It can join with local businesses and
governmental agencies in progrags of vocational exploration, guch as the
one Urie Beonfenbrenner and David Goslin recordes] in a rematkable film
(available through the Jusseil Sage Foundation) portraying a group of '
. Youngsters participating in the activities of the Detroit Free Press. And it ©
can jein with the local radio ortelevision station to put oh programs of in-
formation and entertainment that are 6f educational value to adults and
children alike — the Philadelphia public schaol system recently announced
the beginning of such a collaborativé effort with the local CBS station in =~ &
that-city. - * . '
The concept of the agenda is really intended to adsert the integrity of
“«the school curriculum, andis introduced to explicate the point made
earlier, that to be aware. of the other educators is not necessarily to suc-
cumb to them, or respond to them, or even take. atcount of them. The
school, beyond all other educators, bears a Ristoric responsibility for con-»
véying tésted knowledge and accurate informatiot, and for teaching the
processes of organizéd and disciplined inquiry. For this reason ifsno other,
.the school curriculuin must have its own scope, its own balance, its-own se-
quence, and.its own coherence, which then in turn become the bases for
esfablishing its own educational agenda. To talk about engagement and
linkage is not to imply that thé primary obligation of the school is to-re-
spond to tvery outside opportunity. It is rather to assert, once again, that
* ' the school rpust know what 15 going‘on elsewhere in order to do its own
« work well. Oliver Twist may arrive at the rerun,theater, and it may simply
not be possible to take advantage of its availability, when La Boheme 1s
shown live on network television’a month later, the opportunity may prove
a bonanza to the music department. The'néw cereals and the gomniercials
announcing them may arrive in.force in Battle Creck, Michigan, but fthere
may be more politically pruderit Cw:r).s of teaching the facts of nutritipnin
that particular community. The Tocal librarfan mdy be a joy to collaborate
with, while the curator of<the local historical society Tay be 4 bear. The
permutations aitd_cdnbinations are legion, the point 1§ for the school to be ~
aware of the full range of possibilities and then choose wisely and well in
terms of its own special needs and resources. o '
» *7 " “In some realins, conflict will be difficult to asoid, especially if the
4 school is to remain true to its dwn commitments. Edward Jay Epstejn and
Ron Powers, for example, have documented the extent to which telévision !
news programs are increadingly constructed with dn eye toward their enters
tainment value (the recent film Network caricatyred this development),
while Pa caver has argued that television news differ essentially from ¢4
priit news in that television news presentation$ tend®o close by pro-
pounding intellectuat resolutions of the issues they raise while print news
« presentations tend to close by leaving the issues unresolved, thereby en- S

. Cot‘fuging readers to draw their own conclusions.® If Epstein, Powers, %and
. . N .
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Weaver are correct — anid IJudge that they are — then the commltment of
= the school to critical inquiry is fundamentally at variance with the commit-
" ment of television to entertainment; and, given the pervasiveness of televi- “
/. sionin oeur lives, the differences cannot be glossed over if school programs
of English and secial studies are to make a difference. ’
A relak(‘ point might well be made respecting the school's, concern-for . T
the development of individual children. Therg has been a good (leal of com-
ament in recent years, mych of it utterly romantic, I believe, about reducing
the period of compulsor\ schooling in the United States so that youngsters
can be released from’the boredom of the schdol to partake of the more ’
~ engaging education of a full-time’job.* Now, there 15 ng‘ﬁmg #hatmuch % °
. that passes for school mgns consutnmately borihg, nor d&in one overlook the ‘
fact that there are somfe engaging jobs waiting for youngsters with the pro-
per qualifications. But the record of the schools over the years in their con-.
cern for the (lewlopment of individual human beings, granted all its i imper-
fections, is simply superior to that of business and industry; and until we .
cdn be more certain than we have any right to be at this point that appren- ¢
tlceshlps of dﬁ kinds will be educative rafher than explonatlveel would
prefer to .see them proceed under the school's supervision, at lgast unti -
“¢ youngsters are seventeen or eigzhteen-years of age. The schdol in turn needs
to do far more than it has in the past to relate apprenticeships of every.kind
to the more general’ program of academic studies, to help students impése =~ .
Jhing on their experwnces in business, industry, gov ernment, and com-
unity agencies and to conntet that' meaning with what-goes on in the
social studies, literature, the sciences, and the arts, If we have learned
. nothing else from two generations of pragressive education, we should at Q
least have learned that all activities are not equally effective in stlmulatlng
intellectual and personal develbpment.

. Finaily, with respect to the agenda of the sc.hoo.l I would reafflrm the '

. simple fad‘pf the efficacy of schoeling. A great deal of nonsense has been . -
propagated since the publlm(on of the Coleman ‘and the Jencks reports to
the effect that schools make no difference. Tha conclusion, a whoII) unwar-
ranted inferegce from thedata and the arguments of those reports, is simply
not true, and the concept of the e(lucatlon}l/agenda is mieant to reaffirm
thqt the school retains agency and poteney in'choosing those functions that
it will undertakeas its own special concern. E/gr)thmg we know about

., unusually effective schooling indicates that it is effective because it is pur- .o
sseful, systematic. focused. and"clear about What'it is trying to accom-
phs . and because it proceeds in concert with at least some of the other
educators, especially the family.' Schools must make their own agénda — | -
in the last analysis, that is what curriculum making is really about — and '
the argument here is that they should construct and pursue their agenda
with full awareness of what the other educators 'ére,attemptir]g to do.
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| Permit me two brief observations by way of conclusion. They address
* . the special regponsibility, of the chief school officer, whether state or local,
with respect to any implementation of the principles I have,propounded.
* First, it is anomalous, but I think revealing, that in the United States we
* elect or appoint boards of education, which then proceed to employ
*  superintendents of schools. Granted, the proper tanagement of a school
systghl is no small task, and it readily consumes the entire timé and energy
of any skilled executive — and then some. Yet, I “would contend that the
superintendent of school in any state or locality is better equipped by train-
ing and commitment than any other individual to lead in making the com-
munity aware of the fall range of its educational resources. That said, I
- .would add. that there is much in’ our time-honored separation of school
politics from general politics in'the United States that stands squarely in the
way of the kind of comprehensive thinking I have been urging. The separa-
tion grew up for good and sufficient reason, namely, to insulate the schools
from the worst .of partisan political controversy. Its unintended conse-
quence in our time, however, has been to frustrate attempts to bring about
collaboration among various educational institutions and authorities.
John Henry Martin apd Charles H. Harrison proposed a useful device
some yearsrago whereby citizens might inquire’ into the character and the
) quality of ‘the educational services available to themselves and their
children. They called it the “local educational convention.”"' Such a con-
vention, they argued, could provide a useful arena for traditionally in-
dependent individuals and authorities (both public and private) to exchange
ideas via a political instrument tHat would have no direct power beyond the
. power of discussion and recommendation — somewhat in the fashion of the
White House conferences that have long been held in the areas of education
and child welfare, Now, if the dlalogue at such a convention on the state or
local level were Fenuine and if _any recommendations that emerged were
true outgrowths of the dialogue — which admittedly has not always been"_
the case with White House conferences — then:it could be an immensely
’ useful vehicle for stimulating interest in edtcational affairs at thegsame
_time that it conveyed informatjon copcerning the range and variefy of
" available educational programs. It could also serve the cause of.com-
prehensive educational planning, though in thé end I think such planning
ought to be undertaken by other agencnes, with more caréfully defined
powers and l‘CSDOnSlblllthS *
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H‘nmg_, made the point about (()nlprchcnsne educational planping, 1
would alsoradd a final caveat about localism. Exers one-of-the genbraliza-
tions 1 have advanced will apply differently in (Ilff'('r('nt state and local
commututies. The relations between school and family will vary immensely
from the urban black ghetios of Detroit and Los Angeles. to the rural Men-
nonite villages of Pennsy vamia and Ohio, to the surburban white preserves
of Scarsdale and Gleneoe. The availability of two dozen television channels
m New York City creates inand of itself a profoundls different educational
situation from the one in Farbanks, Alaska, or Honolulu, Hawaii. The
presence ot the Art Institute of Chicago and the Museum,of Fine Arts in
Boston affords unigue opportunities to the local schools of thése€ities, as do
the presence of the Smithsonian Institution in Washington, the American
Museum of Natural History in New York. and the Exploratorium in San
Francisco. The bitter conflicts of 1974 and 1975 in West Virginia rendered
the communities of that state less ready for certain forms of Lollabomn‘g
_between church and School and more ready for others. As always. political,
evonomic. and historical factors will profoundly influence what is feasible
and advisable in anv, given situation, and for that reason alone, the school
admumistrator who would act on the pritciples I have proposed will begin
with a careful canvass of the educational resources that are actually
. available and the contextun which they operate, and then graduaily gnvolve

the people on whom any fruntful colaboration wHl ulimately depend.
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